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CHAPTER I 
INTRODUCTION 
Background Information 
The ultimate goal of education in America is to allow every 
individuai the opportunity to achieve his highest potential for living 
a useful and rewarding life. Elementary education for the 70's is 
aimed at becoming more humanistic according to educational leaders. 
The impact of the writings of Holt (1967), Kohl (1969), Leonard (1968), 
Rogers (1969), and Silberman (1971), has crystalized two prominent edu-
cational ideas: (1) making the curriculum relevant to the learner's 
experiences, and (2) giving the learner some choice in regard to what 
he studies. 
In striving to reach these goals, Kohl (1969) writes that the 
student will tend to "function according to his sense of himself rather 
than what he is expetted to be" (p. 20). In order for a student to be 
himself a teacher must also be himself. Joyce (1967, pp. 3-4) states 
that: 
The teacher must learn to cope with himself. He must 
handle information and theories flexibly and accurately, with 
minimal personal bias and with resolve and understanding. He 
must be able to control himself when children challenge estab-
lished authority and standards, and he must help them develop 
their_own standards. He must provide a mountain of support 
for the frightened and insecure child, however unlovely he may 
be. He must learn to radiate the interpersonal climate 
appropriate to the task at hand and to the children being 
taught •. He must become able to assess his own behavior objec-
tively and then work deliberately to improve it •.• 
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The authors of National Education Association's Schools for the 
70's and Beyond: A Call to Action (1971, pp. 71-72) decry a "Gestapo-
like environment that stresses order, discipline, neatness, and 
SILENCE WHEN YOU ARE NOT RECITING." They suggest that teachers must 
find ways to make learning "more engrossing, more exciting, more fun 
than raising hell. 11 
Ausubel (1961) advocates democratic discipline which provides 
explanations, permits discussion, and invites participation of child-
ren in the setting of standards whenever they are qualified to do so. 
Jersild (1952), DeRoche (1968), and Kraft (1970) are proponents of 
"creative discipline" in which the teacher and students learn to develop 
the ability to interpret, understand, and evaluate the behavior exhib-
ited by themselves and their classmates. This requires a flexible 
teacher who provides an atmosphere of security and warmth in which 
students feel free to discuss their behavior in a positive and objec-
tive manner. 
Fantini (1964) argues that in an open society, the highest form of 
discipline is·self-discipline and not an imposed discipline. He is an 
advocate of the open classroom system which stimulates the process.for 
development of such values as freedom, critical thinking, self-
direction, creativity, and·cooperation. 
The open classroom system is in its infancy in the United States. 
Its purpose is·to·establish an educational program in an activity-
based environment which capitalizes on the student's natural tendency 
to manipulate; ·investigate, and model, and which initiates activities 
geared to student's needs and interests. 
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The open-spaced school is to be regarded as a tool for accomplish-
ing these goals. It provides the fluidity of space to foster a 
desirable learning environment and encourages development of individual 
differences, according to the authors of Open Space Schools (American 
Association of School Administrators, 1971). 
The American Association of School Administrators summarizes the 
ultimate goal of American education by stating: 
The public schools are committed to serving all young 
people--the gifted, the average, and the less academically 
talented. All are important; each has an inalienable right 
to do the best he is capable of doing; -and to the extent 
that anyone fails to develop-his full potential and to use 
it for worthy purposes the country is weaker and democracy 
has fallen short of achieving its high purpose. To design 
and support an educational program that will serve them 
all--not in the same way, but in ways adapted to their 
different capabilities and needs~-is a challenge to all 
people who have responsibility for planning, supporting, 
and operating an educational program·(p. 2). 
Justification for the Study 
The·open~spaced school concept is receiving a great deal of atten-
tion across the country; The main focus has been upon architectural 
design; organizational strategies, and comparisons of achievement 
between students of traditional type schools and team teaching, non-
graded, or dual progress type organizations (McLaughlin, 1968; Rhodes, 
1971). 
In evaluating the open-spaced schools, emphasis needs to be 
directed toward the dimensions of attitudes of teachers concerning 
punishment, management and/or control, and trust of students. The 
open-spaced schools were designed to promote autonomy on the part of 
the·students·and to permit·the teacher to act more as a facilitator 
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and/0r·guide; trusting the student to accept the responsibility for 
personal·actions; studies, and-decisions.-· At the same time, rigid 
scheduling, ·subject matter content, and grading would become secondary. 
Teaeher·epinions, ·or attitudes, toward student autonomy is therefore 
viewed ·as·a primary·concern in order·for·the goals and expectations of 
the ·open=spaced ·schools ·to ·be··reached · (Educational ·Facilities Labor-
at0ries; ·1965). 
An important·question to consider is whether a school staff is 
ready·or·prepared·to operate in an open space design. MacBeth (1971, 
p. 10) :writes: 
.~.Teachers not prepared to interpret the instructional 
program·in other than·the traditional lecture-recitation 
way find it necessary·to build their own walls out of 
whatever is available under·the·circumstances. 
Joyce and Harootunian (1967) note that open-minded teachers have 
been·better able than·closed-minded ones to accept new ideas about the 
behavior·of children·and to try out new methods of ·teaching suggested 
by:current·research. 
· · ·: ·Goodlad ·and ·Anderson -(1963), and Klausmeir and Goodwin (1966) are 
in_ ·agreement that ·differing social ·structures and social climates 
within·schools -.and·cla~srooms have a strong·influence upon the inter-
a~tions·between·the teacher and students, and upon the teacher's 
organization·and direction of·the·learning activities. Classroom 
social·structure and climate are greatly influenced by the teacher's 
personality·and by·her·teaching style and approach.· Discipline depends 
primarily upon the·leadership characteristics of the teacher. 
Klausmeir and Goodwin (1966; p. 182) further state: 
.~.warm·understanding·behavior, accompanied by a greater 
amount of ·participation in activities by students, is more 
effeecive in securing better attitudes toward subject matter 
and the·teacber;·in developing·favorable interpersonal 
attit:udes; group cohesiveness, and social·skills; and in 
securing.higher achievement in the subject matter than 
are·tbose associated with aloofness, restricted patterns, 
indescriminate use of rewards and punishments, and 
justifying authority. 
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An innovative program should expect changes in student and teacher 
behavior~-· ·Problems such ·as student control must be confronted 
(McCaffery and Turner; 1970);· Educators such as Kelly (1962), Combs 
(1962); Fantini (1964), Rogers (1969), Kohl (1969), and Silberman 
(1971) ·are·ur-ging that teachers relinquish their more traditional 
·position·toward·authortty and-create a more humanistic approach to 
·classroom -climate.· ·Further support for the need ·for change of thought 
is pointed·out·in·the·Association·for Supervision and Curriculum Year-
book; ·Perceiving; ·Behaving; ·Becoming· (1962, p. 1), which states: 
Whatever.we do.in teaching.depends upon what we think 
people_ are. like. . The. goals. we. seek, :. the things we do, the 
judgments.we.make,.even the·experiments we are willing to 
try, ·are.determined.by.our beliefs about the nature of man 
and his capacities •••• Whenever our ideas about human capaci-
ties change,.the.goals.of.teaching.must change, too. What-
ever we.decide.is.the best that man can become must neces-
sarily set the goal of education. 
Attempts have been made to break the "lockstep" of traditional 
patterns in favor of d~signing programs to meet the unique needs of the 
individual learner; to help him reach his particular goals, and to 
develop his own full potential. Flexibility in space, facilities, and 
materials which provide for individual study, for small group discus-
sions, ·and·for·large group activities are gaining the attention of 
those responsible for school planning. ·Time, people, and money are 
under·consideration as well as a most important environmental resource: 
facilities that are responsive to·the changing needs of the learner 
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(Am£rican Association· of School Admirristrators, ·1971). 
Much has been written ·about what the ·open -schools "ought" to be 
doing in ·contrast as to what. "is 11 ·being ·done;··-· Substantial evidence 
appears to be· lacking. to support :the· statement that traditional school 
practices ·and·attitudes toward punishment; .. management·and/or control, 
and distrust -of ·students are -replaced ·by more ·humanistic ·attitudes in 
the open~spaced schools; With·the·large·number of open-spaced schools 
over·the·country, there is an apparent need·to investigate the influence 
of the open~spaced facilities upon-teacher attitudes, or opinions, 
toward more student freedom and autonomy. 
Statement of the Problem 
Therefore, the central problem of this study is to determine if a 
difference of opinions toward·punishment; management and/or control, 
and·trust of-students exists.between elementary·teachers 'teaching in 
open~spaced schools ·and self~contained·classrooms. The investigator 
will·attempt·to·establish·whether·or not elementary teachers teaching 
in·open~spaced facilities.tend to:express·different opinions, or 
attitudes; ·toward·student·behaviors than elementary ·teachers in self-
. 
contained classrooms. 
Answe:rs·to the·following·questions were sought: 
1) Do teachers working in-elementary open space schools differ in 
opinions toward punishment, .management and/or·control, and trusc of 
students from-elementary teachers teaching in·self-contained classrooms? 
2) Does pre~service·or in-service training for teachers in open-
s:i::aced·sch::,ols tend·to show a difference in opinions toward student 
behavior? 
7 
3) ·Do teachers in ·elementary :open:""'"spaced ··schools tend to allow 
for ·more·student·participation·and-freedoms ·tharr··teachers ·in elementary 
self-contained classrooms?. 
4) · Do·elementary teachers·who:taught ·fn·a: .. self-contained class-
room prior· to teaching in: an: open-:-.spaced ·school ·tend ·to differ in 
opinions·toward punishment, management andfor·control, ·and trust of 
students from·those·elementary ·teachers who have·taught ·only in an open-
spaced·school? 
-'5) · Is · there a :difference' in. c·ertain selected ·demographic data and 
the cpinions of ·elementary ·teachers· teaching in open-spaced schools and 
self..:.contained classrooms toward punishment, management and/or control, 
and trust of students? 
Hypotheses 
The·following hypotheses stated·in·the null form will be tested: 
1) There is no signifieant·difference·between the opinions of 
elementary·school·teachers:teaching in·open""'"spaced schools and self-
contained·classrooms toward punishment·of·students·as measured by the 
PMT·Opinionnaire" 
2) · ~There ·is no significant difference between the opinions of 
elementary · school · teachers : teaching in :·open-;-spaced schools and self-
contained :classrooms towa:rd·management and/or·control of ·students as 
measured by the PMT.Opinionnaire. 
·3) There ·is no significant ·difference ·between ·the opinions of 
elementary school·teachers ·teaching in open-'-spaced schools and self-
contained·classrooms toward trust·of students as·measured by the PMT 
Opinionnaireo 
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4) There-are no·signtficant·drffererrces·between the·opinions of 
elementary school ·teachers teaching-tn ·open-=spa:ced -schoo·ls and self-
contained classrooms toward punishment, management and/or control, and 
trust of students ·according ·to selected demographic factors as measured 
by the PMT Opinionnaire. 
Definition·of ·Terms 
The·following·definitions ·are·given to elarify terms that are 
used.in this study: .. 
·open--spaced · Schools . ..,. . This term_ is used -to ·describe schools in 
which traditional self-contained classrooms have been replaced by shared 
·teaching areas, small quiet rooms and learning bays; they may be 
referred to as schools without walls; open-classroom pods, or open-
classroom clusters. In such schools two·or more teachers are respon-
sible·for·the educational.programs for a large group of children. 
Self--contained Classrooms - These are classrooms ·in which one 
teacher, a generalist by training; accepts responsibility for all 
curriculum areas and devotes full time and·attention to a ·single class 
of ·pupils in ·a room assigned ·exclusively ·to them~· Although there is a 
• 
uniform time·schedule, --theteacher may have-the·assistance of a physical 
education; music, or art:specialist. 
·Opinions --·In this study; opinions are feelings, ·or attitudes, in 
what is a·matter·of judgment:toward punishment, management and/or 
·control, ·and·trust of ·students.rather than·knowledge; they will be 
·gauged·by responses made·to-comments ·given·to ·the·inventory designed 
for this study. 
Punishment - In this study, punishment refers to an unpleasant 
experience consequent to a certain course of behavior and mediated by 
an external agent or by the self acting as an agent, in the hope of 
providing retribution or of discouraging the repetition of behavior 
{Dobson, 1966). 
Management and/or Control - This is a process of establishing and 
maintaining internal environment of the group and the classroom 
conditions for the attainment of educational goals; activities which 
I 
restore or maintain effective working and learning conditions (Johnson 
& Bany, 1970). 
Teacher Trust - For the purposes-of this study the term refers to 
teachers' opinions toward student freedom in planning, evaluating, 
decision making, movement, interaction with fellow students, voicing 
personal opinions, and the acceptance of the individual as a person of 
worth. 
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Self-discipline - In this study, the term means control of conduct 
exercised not by an external authority but by the learner who accepts a 
task as his own, including whatever effort is involved, and ~ontrols 
his activities accordingly • 
.. 
Punishment, Management and/or Control, ·and Trust Inventory - This· 
term refers to the instrument developed by the investigator for this 
study to gather data concerning opinions of elementary school teachers 
regarding punishment, management and/or control, and trust of students. 
It may be referred to as the PMT Opinionnaire. 
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Assumptions of the Study 
For the purposes of this study, the following assumptions are 
posited: 
1) If teachers are not attitudinally ready·to accept the phil-
osophy and underlying theories of the open-spaced schools, then the 
analysis of data derived from this study will reveal this lack of 
attitudinal readiness. 
2) If teachers are trusting of students, then they will be less 
concerned with punishment and strict control of the students. 
3) If teachers are trusting of students, then focus will be upon 
providing self-directing learning experiences. 
4) If teachers are trusting of students, then physical facilities 
will not be a limiting factor in achieving open education. 
5) It is assumed that the more preparation a teacher has, then 
the more accepting he is of new curricula innovations. 
Limitations of the Study 
The study is limited by the inherent weakness of the instru-
mentation. Questionna~re type instruments do not require subjects to 
perform at their maximum level. Van Dalen (1966, p. 301) states: 
.,cMany people do not give thoughtful consideration toques-
Uonnaires; they fill out the forms carelessly or report what 
they assumed took place. Not uncommonly, respondents tailor 
replies to conform with their biases, to protect cheir self-
interests, to place themselves in a more favorable light, to 
please the researcher, or to conform with socially accepted 
patternsc 
One can assume that variations exist which cannot be measured, but 
still have a certain amount of influence on the attitudes of the sub-
jects in the study. One variation could possibly be the attitude of 
11 
the principal within the building in which the-respondents work. Such 
variations are inherent in the findings of the study and should be 
given consideration when conclusions are drawn from the findings. How-
ever, the effect of such variations can be minimized when the responses 
are considered in groups and treated statistically.· Wert, Neidt, and 
Ahmann (1954) maintain that acceptable measures, of human character-
istics can be obtained and that generalizations may be drawn from the 
findings concerning group reaction. 
The study is further limited by the accessibility of open-spaced 
schools. The investigator utilized schools which were available rather 
than using a random sample of.open-spaced schools. 
Other factors uncontrolled which may·influence the respondents 
are:· size of school, age of school, economic factors of the community, 
the absence or presence of student teachers, teacher aids, or the number 
of observers visiting the schools. 
Procedures and Analysis of Data 
1) The sample of the population for this study was drawn from the 
· elementary school·. teachers· in Tucson, Arizona; Wellington, Kansas;· 
.. 
Norman and Tulsa, Oklahoma •. 
2) These cities were utilized on the basis of desirability of 
location and the willingness of the schools to participate in the 
studyo 
3) Two hundred eighty~teachers from sixteen schools in the four 
cities were included in the study. 
4) An~lyses of data were derived through the IBM 360 computer at 
Oklahoma State University. 
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5) The-analysis of·teachers' opinions toward punishment, manage-
ment and/or control, and trust of students was-limited to replies 
received from the instruments of analysis. 
Data and Instrumentation 
The general plan employed in conducting the study·may be outlined 
as follows: 
1) - -The Punishment, Management and/or Control; and Trust Opinion-
naire was·utilized-to determine.opinions-of elementary teachers teaching 
in-open""spaced schools and self-contained classrooms toward punishment, 
management and/or control, and trust of-students. 
2) The investigator delivered the instruments of analysis and 
directions to sixteen elementary schools in four southwestern cities. 
3) The data gathered were expressed·quantitatively. The 
statistical instrument used on the data obtained was the Pooled 
Variance t test and the Kruskal-Wallis One-Way Analysis of Variance 
test. 
4) A final report of the information gathered was prepared. 
gelection of the Instrument 
The Punishment, Management and/or Control, and Trust Opinionnaire 
was designed for this study. Through the guidance and aid of several 
Oklah::nna ·State-University ·-faculty ·members· and· graduate students, the 
PMT Opinionnaire was developed in.order to-determine differences in 
opinions of elementary teachers teaching in open-spaced schools and 
self~contained classrooms toward punishment, management and/or control, 
and rrust of students. The PMT Opinionnaire consists of a fifty-seven 
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item summated·rating scale and·certain·selected·demographic data. The 
response time is approximately-twenty minutes. 
The PMT Opinionnaire consists of statements·about student behaviors 
in planning,· evaluating, decision making;-·student mobility, voicing 
personal opinions,·and interaction with fellow-students. The state-
ments are categorized into the instrument's component parts: punish-
ment, management and/or control, and trust of students. The teachers' 
responses to the PMT Opinionnaire were used to describe differences of 
opinions held by the elementary teachers teaching in open-spaced schools 
and self-contained classrooms toward punishment, management and/or 
control, and trust of students. 
Individual school scores were not analyzed. 
Selection and Notification of Teachers 
The·selection and notification of schools·and teachers was deter-
mir.ed through the Research Department of the school districts involved. 
The _principal of each school building was contacted and packets of 
inventories were delivered to the principal. The principal determine.d 
the distribution of the inventories and written directions from the 
. 
researcher. The pre-stamped opinionnaires were mailed to the investi-
gator. 
Summary and Organization of the Study 
A general description of the problem·under investigation has been 
provided in this first chapter. The purpose and need for the study, as 
well as the hypotheses to be tested; have been identified. The major 
assumptions basic to this study; as well·as the limitations, have been 
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statedo The terms used frequently-are defined~- A short refsum~ of the 
research design has been provided. The format·for the succeeding 
chapcers is as follows: Chapter II-treats-th~ selected, related 
literature which·was·reviewed for this study~ -chapter·rrr will present 
a description of the sample population; -a description of-the instrumen-
tation, and the procedure utilized in the study. ··Chapter IV will 
present the analysis of data collected, and Chapter V will present the 
findings and make recommendations in·relation to these-conclusions for 
further research. 
CHAPTER II 
REVIEW OF RELATED RESEARCH AND. LITERATURE 
Introduction 
This study deals with the opinions of elementary school teachers 
teaching in open-spaced schools and self-contained classrooms toward 
punishment, management and/or control, and trust of students, 
. The survey of related literature has been divided into five areas: 
1) literature related to teacher attitudes toward student behavior; 2) 
literature related to the concept of punishment; 3) literature related 
to classroom management and/or control; 4) literature related to trust 
of students; and 5) literature related to the emergence of the open-
spaced school and the rationale underlying the philosophy of the open-
spaced schoolo Some of the literature is appropriate to two or all of 
these categories, which are not to be considered mutually exclusive. 
Literature Related to Teacher Attitudes 
The influence of psychology, particularly clinical psychology, 
beginning around the 1930's, has emerged as a force in contemporary 
education, The impact of the Wickman (1928) monograph is one of a 
series of challenges to the attitudes of educational personnel and its 
significance continues to be felt (Beilin, 1966). E. K. Wickman's 1928 
Commonwealth Fund monograph, "Children's Behavior and Teachers' Atti-
Ludes,'' contrasts teachers' and mental hygienists' attitudes toward the 
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behavior problems of children. The report evoked an assault upon the 
teachers' mode of dealing with children when it made evident that 
teachers' attitudes were greatly dissimilar to those of clinicians. 
Wickman suggested that mental hygienists were primarily concerned with 
withdrawing and other nonsocial forms of behavior in elementary school 
age children. The teachers of these same children were more concerned 
with classroom management, authority, and sex problems. The results of 
the Wickman findings were influential in urging teachers to adopt a 
hierarchy of attitudes closer to that of the clinician. 
Watson (1933) pointed out limitations in methods and conceptions of 
the 1928 monograph. His objections were: 1) The procedures themselves 
are open to criticism; directions given to teachers and clinicians were 
not the same; time given to respond was not identical; no definitions 
were given for behavior terms to be rated. 2) The choice of mental 
hygienists' attitudes toward the behavior problems of children as 
criteria for evaluating teachers' attitudes toward the same problems is 
questionable. 
Ellis and Miller (1936) investigated teachers' attitudes using 
identical directions given to the teachers, to those of Wickman's · 
(1928) study. The significant difference between the ratings revealed 
by the Ellis and Miller study and those of Wickman was the increased 
realization of the seriousness of withdrawing and recessive personality 
traits, 
Studies by Bain (1934), Thompson (1940), Del Solar (1949), and 
Schrupp and Gjerde (1953) reveal considerable evidence to indicate 
agreement wich Wickman's (1928) original findings. 
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Mitchell (1942), Sparks (1952), Stouffer (1952), Hunter (1957) and 
Llman (195 7) modified directions given to clinicians or teachers so 
1at, with directions controlled, differences still appear and are of 
1e kind originally observed by Wickman. 
Hunter's (1957) study suggested that teachers' understanding of 
msal factors and· consequences of behavior patterns had expanded and 
:epened over the preceding few decades; the teachers continued to be 
)ncerned with annoying and aggressive behavior. He is inclined to 
:lieve that teachers considered only the here and now in dealing with 
:havior problems, whereas mental hygienists considered the future. 
Beilin (1966) pointed out that different roles of teachers and 
Linicians made the major difference in attitudinal patterns toward 
ljuscment difficultieso The different roles influence the organization 
: subjects' respective experiences. He regarded teachers to be essen-
Lally task-oriented and more concerned with the imparting of inform.a-
LOU and skillso 
Roubinek (1971) replicated the Wickman (1928) study with some 
)difications in order to determine whether the attitudes of present-
iy elementary school teachers and school psychologists toward teacher 
~ 
:fined behavior problems of children differed from the attitudes of 
Lemencary school teachers and mental hygienists·sampled for investi-
itions conducted by Wickman, Mitchell (1940},·andSchrupp and Gjerde 
L951). He found there was a significant difference·between the 
ctitudes of teachers sampled in his investigation·and the attitudes of 
?achers sampled in the investigations of 1928;, 1940, and 1951 toward 
::acher defined behavioral problems of children. He further found 
[perienced classroom teachers rated behaviors·relating to immorality 
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~nd dishonesty, and to withdrawing·and recessive personality traits as 
less serious than inexperienced teachers, but they-rated·aggressive 
type behaviors and antagonistic personalitytraits·and·application to 
school work as more serious than did inexperienced teachers, The 
:lementary classroom teachers in 1970 perceived behaviors describing 
Nithdrawing and recessive traits as more serious than did the teachers 
sampled in 1928, 1940, and 1951. The· elementary- classroom· teachers in 
1970 perceived behaviors relating to immorality and dishonesty as less 
serious than did the teachers in 1928, 1940, and 1951. 
Charters (1963, p. 734) stated: 
It is reasonable to attribute the shifts in teachers' 
judgments of behavior problems to changes which occurred in 
professional education in this period and even to the Wickman 
study itself. The Wickman research appeared just at a time 
the mental hygiene point of view was gaining a·foothold in 
teacher training curricula, and the conclusions widely drawn 
from Wickman's data, rightly or wrongly, that teachers do 
not appreciate the significance·of·withdrawal and autism as 
symptoms of personality disturbances· in children, became a 
· point of __ departure for menti;i.l · hygi·ene- courses· -and-_ textbooks. 
There.is no doubt that-the generations of teachers-trained 
after.1930 have been sensitized during their training to 
problems of personal and social adjustment far more than 
earlier generations of teachers. 
The teacher plays a vital role in the socialization of the student, 
H.e is a culture carrie.r. His behaviors are· significant· in the stu-
ient's development of self-control, character traits, values, and work 
1.abits, These functions are as important as any function to be carried 
:mt·, The teacher's role is a reflection· of an educational philosophy 
(Beilin, 1966). 
In summary, the Wickman (1928) study set off a series of investi-
~ations of punishment and its effects on students. The results of 
these studies show that teachers are becoming more sensitive·to personal 
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and social adjustments of students anddo·not· consider behavior problems 
of students to be as serious as did· teachers·· prior- to- 1930. 
Literature Related to·Punishment 
Opinions and practices of·chiidren-'s-behaviorai·deveiopment can be 
traced as far back as the Old Testament-. · "He that- spareth his rod 
hateth his son, but he that lovethhim-ch-asteneth~him-betimes" (Proverbs 
13:24). 
One hundred thirty-four years ago;· Mann- ·(-1840-, p. 47) expressed 
himself as· follows: "Punishment should-never- he·· inflicted; except in 
cases of extremest necessity; while··the·· ·experiment of· sympathy, 
confidence, persuasion, encouragement,·should be·repeated, for ever 
and ever"" Seven years later Mann (1847) described a school of his day 
in which there were two hundred fifty "scho·lars." · In one week of five 
days, there were 328 separate floggings·, or an· average of· 65 3/5 per 
day. On another occasion, eighteen boys· were flogged in two hours in 
the presence of a stranger. 
Apparently the idea that man·can b-e trusted·has been·quite slow in 
evolving. Time has proven that· tradit:ion- ho-lds- a-·strong· rein. Mort· 
and· Cornell (1941, pp.· 405--6) tell: 
oooit is not unusual for a period of fifty .. years to elapse 
between the realization of need and the·invention·and·first 
practical introduction of an ae:ceptabie .way-. of·_ meeting it ••• 
· fifty. (more) years may elapse before complete· diffusion. [ of· 
the method of adaptation is· achieved},·-~a· period approximately 
as long as. the period from the first rea·li-zation of. need to 
the emergence of a practical way of meeting it. 
The Encyclopedia of Educational· Research· (1960, pp. 761-2) states 
the following concerning punishment: 
In the earliest-formulations. of the- law oLeffect, it. 
was assumed. that .. reward_ '.'stamps~ in·'!·. and·· puni.shment_ 1.'stamps __ 
out" a. stimulus-response connection·. - ··-On·:.. the-.basis·, pri-
marily, of his own investigations Thorndike·.~-.concluded . 
connection. only. if .. it. leads __ the. indi.viduaL to_ vary. his ... 
behavior. until he. learns. some .. new:..response:..in·.place:.of. the 
punished one •••• Later. research .. haR .. made·: it·.c·lear, however, 
that most of the phenomena .characteristi.c·.of· punishment .. do 
not appear when. the punishment .. is·.so· .. mi.ld·.as~-to-:constitute. 
mere nonreward. . Numerous lines of:.evi·dence:_·supp·ort- the .view 
that more severe forms.- of punishment· .. can-:..inde·ed .act: promptly. 
and reliably to suppress the. punished·_response,. :.but. that .. 
they do. so. by. setting. up conflicts··:.betwe·en·_the·_.puni.sbed ... 
response and others evoked·by the·puni-shi.ng·stimulus •••• 
Hurlock's (1924) study has been quoted many times to prove that 
20 
reproof is just about equal to praise as an incentive in school learn-
.ng·.· Yet in a later experiment, Hurlock (1925) revealed that praise is 
:hree to four times superior to reproof on repeated applications. 
Symonds (1964) refers to several studies which point out the 
~ffects of failure, anxiety, and negative guidance on student achieve-
tent. An examination of literature further reveals that some methods 
if punishment have undergone little change in recent years; extra 
lomework, additional assignments, and retention after school are among 
:hese. In 1894, White (p. 215) wrote: 
Few devices for punishment of pupils are more easily 
or more widely abused than the imposition of tasks. The 
most objectionable~of these abuses is the assigning of 
school tasks, as writing words or sen_tences, solving 
problems, memorizing verses, etc., as a penalty for idle-
ness, whispering, inattention, tardiness, etc.,--a prac-
tice already condemned. By a law of the mind, the punish-
ment is associated, not with the offense (as it should always 
be) but with the task or study, thus increasing the pupil's 
dislike for it. No school duty should ever be assigned as 
a penalty for misconduct. 
Observations of teachers in many classrooms have revealed that 
,unishment is used by many teachers as an instrument of control in 
,rder to satisfy the needs of teachers rather than as an instrument of 
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learning in order to satisfy the needs of students. Education should 
concern itself more with guidance, direction, and modification of 
behavior than with its elimination and inhibition. "The aim of educa-
tion should be to help children to learn desirable ways of responding, 
rather than eliminate undesirable ways (Symonds, 1964, p. 31)." 
The use of punishment as a technique for behavior modification has 
been indicated as undesirable for the following reasons (Clarizio, 1970, 
p. 652); 
1. Punishment does not eliminate the response; it merely 
slows down the rate at which the troublesome behaviors 
are emitted. 
2. This technique serves notice to stop certain negative 
behaviors; it does not indicate what behaviors are 
appropriate in the situation. 
3. Aggressive behaviors on the teacher's part may provide 
an undesirable model for the pupil. 
4. The emotional side effects of punishment, such as fear, 
tenseness and withdrawal are maladaptive. 
5. Punishment serves as a source of frustration which is 
apt to elicit additional maladaptive behaviors. 
Marshall (1965) is one of the several psychologists who is currently 
reconsidering the concept of punishment. He contends that it can have 
a beneficial effect if•applied to specific responses rather than to 
general behavior. 
When teachers interact with students, they either encourage or 
discourage the students with gestures or expressions. Each reaction 
elicits some student behavior. On the whole, rewards tend to reinforce 
a behavior and increase the likelihood that it will occur again. 
Furthermore, there are times when punishment checks a certain response, 
but other times it fixes the response more firmly in the student's mind. 
, teacher should strive for an awareness of his own personal behavior 
:o that when he rewards and punishes student behavior he does it with 
he knowledge of the effects he intends to produce (Joyce and 
~rootunian, 1967). 
Dobson (1966) utilized an instrument of analysis to find out how 
eachers thought certain kinds of behavior problems should be handledo 
:leven of the items in the instrument were considered to be desirable 
orms of treatment, and eleven items were considered as undesirable 
orms of treatment for behavioral problems of elementary school chil-
ren. The following items were listed as desirable: 
1. Give pupil opportunity to make contribution to class. 
2, Teacher uses simple control. 
3. Parent-teacher conferences. 
4, Pupil-teacher conferences. 
5. Pupil loses some privilege. 
6. Pupil referred to special service personnel. 
lo Role playing. 
8. Isolate the pupil. 
9, Emphasize good qualities of child's behavior. 
10. Accept misbehavior as normal for child and attempt to 
change through positive approach. 
11. Assess and improve through group discussions. 
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he following items were considered to be undesirable methods of treat-
ng behavioral problems: 
1. Pupil apologiz~s, 
2, Teacher lowers grades. 
3, Detention after school. 
4. Pupil temporarily suspended from room. 
5. Corporal punishment is used. 
6, Send child to principal's office. 
7. Physical control of student. 
8. Require additional assignment. 
9. Some action by fellow students. 
10. Pupil temporarily suspended from school. 
11. Behavior called to attention of other class members. 
Klausmier and Goodwin (1966) and Symonds (1964) cite several 
tudies which lend support to most of the items listed above. 
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The effect of punishment is in part a function of the attitude of 
he punisher. If punishment is motivated impulsively by hate or anger, 
he recipient might respond with counter-aggression (or by the repres-
ion of aroused aggressive impulses). However, if punishment is admin-
stered in a spirit of love and with a feeling that only through punish-
ent a child can be taught self-control, the child may show constraint 
ithout harboring resentment (Symonds, 1?64)o 
"Learning to view the transition from external discipline to self-
iscipline as a kind of curriculum can change your whole attitude toward 
lassroom behavior (Kraft, 1970, pp. 116-118)." Time magazine (June 21, 
971) reports a new type of self-discipline which is referred to as 
Permissipline." To encourage it, the teachers refuse to insist on the 
ld obedience, which often prevents students from learning the conse-
~ences of their own choices. At the same time the teachers do not 
llow pure permissiveness that says if a child is allowed to "goof off" 
ong enough, he will decide for himself that work can be more satisfying. 
Symonds (1964) summarizes by saying that the alternative to punish-
ent is not laissez-faire, submission to student, or teacher spineless-
esso Firmness and punishment are not synonymous. Punishment hurts 
by definition) but firmness does not. A teacher is obligated to lead, 
nfluence, direct, and persuade along desirable channels. He writes 
hat the effective teacher is one who is persistent, determined, and, 
f need be, assertive without being authoritarian or domineering. 
In summary, humane _education frees the teacher as well as the 
tudent and permits one to become "himself" rather than forcing him to 
ive up to standards devised in other days for purposes that no longer 
re relevant. An open teacher cannot hold the stick of punishment in 
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a hand and wave the flag of freedom in the other. 
Literature Related to Classroom 
Management and/or Control 
Classroom management has had less attention than it deserves. 
rrent points of view on discipline, control, and classroom climate 
ad to be carefully examined as a basis for understanding this approach 
classroom management. It is an integral part of the teaching trans-
tion which promotes conditions for learning in the classroom and the 
st potential development of each child (Brown, 1968). 
Much of the literature concerning management and control of the 
assroom takes on tones of negativism in that it refers most often to 
lldent control. Classroom management embraces the most important acts 
at teachers perform; yet, there have been few controlled or empirical 
lldies relating to the matter (Johnson & Bany, 1970). 
Frazier (1956, p. 298) writes: 
oooTO be a good teacher one must be able to manage class-
room environment a_nd the many different personalities in 
it with a maximum of efficiency and a minimum of friction 
and tensiono 
Classroom management is an important aspect of the 
teaching process, arld, to some, a central aspect. Included 
in this concept are three factors: the kinds of relation-
ships that exist between teacher and pupil, the kind of 
discipline--or order--that the teacher can maintain and 
the students accept, and the direction of classroom routines 
so that learning can continue unimpeded. 
Classroom management can be thought of as a distinct pattern of 
tivities whereby teachers establish and maintain conditions in which 
1ividuals in the classroom can apply rational, creative talents to 
e challenge of educational tasks. It is the development of an 
fective classroom organization as well as a predictable system of 
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relationships. It involves the selection of methods appropriate to the 
situation where problems arise which have an effect on the functioning 
of the class organization. It is a vital part of teaching in that 
intellectual vigor cannot prosper if students' energies are constantly 
diverted by organizational problems or ineffective group relationships. 
The nature of the problems may be distractions created by uncooperative 
individuals, or by group needs to make adaptations to relieve frustrat-
ing conditions. The essence of classroom management is establishing an • 
effective, cooperative classroom system, Successful handling of human 
behavior problems which arise in any organized informal work group is 
another crucial aspect. Tempers, hostilities, individual or group 
frustrations resulting from ineffectual handling of the human problems 
in the classroom all lower or destroy individual competence. Classroom 
management is more than establishing a cooperative work group, satis-
factory working conditions, and cooperative efforts toward predetermined 
objectives, Managerial activities include maintaining the system and 
restoring order when unresolved problems are a. threat to group integra-
tion, or cause individuals to react in a disruptive and nonproductive 
manner (Johnson & Bany, 1970), 
Johnson and Bany (1970) further declare that if teachers are not 
effective in getting the cooperation of children willingly, their 
effectiveness in the instructional area is significantly reduced, One 
of the most vital functions the teacher performs is managing the human 
component of the classroom. 
To whatever extent the students assume leadership and manage 
the affairs of the classroom and the school, to that extent 
che teachers can spend more time teaching knowledge and less 
time merely trying to control the students (Joyce and 
Harootunian, 1967, p. 171). 
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Jackson (1968) relates to the task of managing the activities of 
25 or 30 children for 5 or 6 hours a day, 5 days a week, 40 weeks a year 
as being somewhat different from an abstract consideration of the learn-
ing process. Events occur rapidly in the small, crowded world of the 
classroom. During a working day the elementary teacher typically 
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engages in 200-300 interpersonal interchanges every hour. There can be 
no prediction or preplanning with an exactitude of the content or 
sequence of these interchanges. This does not mean that order in 
educational affairs is entirely lacking, but the underlying structure of 
these events is not easily discerned, nor is it, except superficially, 
under the control of the teacher. 
Some regulation of school members is required for the proper func-
tioning of any social system, including the schools of the 70's. If a 
school system is to function properly, the conduct of the pupils must 
conform to the conditions most conducive to learning. Principals and 
teachers are held responsible by the statutes and board regulations to 
maintain order in the schools. The greater portion of this responsi-
bility rests with the classroom teachers (Encyclopedia of Educational 
Research, 1969)0 Since teachers are charged with the major responsi-
• 
bility of maintaining order in the classrooms, then should it not be 
with teachers that we focus the main concern of re-educating for more 
humanistic approaches? 
When teachers are asked to give the nature of their most difficult 
task, the problem of helping children to develop and accept desirable 
standards of conduct is most often stated. Generally, they call this 
part of their job the "development of discipline," "maintaining order," 
or "establishing classroom control" (Bany and Johnson, 1964). 
Waller related to the situation in 1932 when he wrote: 
The teacher represents the established social order 
in the school, and his interest is in maintaining that 
order, whereas pupils have only a negative interest in 
that feudal superstructure. Teacher and pupil confront 
each other with attitudes from which the underlying 
hostility can never be altogether removed. Pupils are 
human beings striving to realize their own results in 
their own way. Each of these hostile parties stand in 
the way of the other; in so far as the aims of either are 
realized, it is at the sacrifice of the aims of the 
other (Waller, 1932, p. 196). 
Shumsky (1965) offers a more optimistic point of view by saying 
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.hat mo~t teachers tend to be friendly rather than hostile; that their 
.cts toward children are supportive and pleasant rather than punitive. 
et, the majority of elementary school teachers tend to be at least 
omewhat over-controlling in their teaching behavior. The way the 
eacher structures the learning process is the major means of control in 
he classroom rather than the threat of punishment, and structure could 
ean the following of the textbook. Two other elements which contribute 
o control and security are the "fixed answer" problem solving and an 
mpression of success. A sense of security and achievement for the 
eacher is gained when there is smooth progress from one point or part 
o another; therefore, the teacher feels he is in complete control. 
eachers need to become aware that over-controlling behavior is 
Jnstricting in nature. 
Baller (1963) supports Shumsky's (1965) views on the teacher's 
=nse of security by saying: 
Control in and of itself is not an educational aim. 
Control serves primarily the needs of the teacher. A 
teacher may attempt to justify his efforts to secure 
and_ retain control on the grounds that it is in the in-
terest of education •.• to secure quiet orderliness serves 
primarily the need of the teacher to feel secure in his 
work (659). 
Johnson and Bany (1970) preface their book by writing: 
It is possible for children to like school far more 
than they do. They may not like all of the learning 
activities and assigned tasks, but they can enjoy working 
together and can do so more productively than many of them 
do at present ••• unfavorable reaction to school has had 
harmful consequences for children and for the school as 
an organization. 
Brown (1968) implies that as an area in teacher training, class-
room management appears to be lagging. He refers to the discrepancy 
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between what teachers say they know and believe in theory and how they 
teach as the "theory-practice dilemma." Teachers in training are likely 
to be faced with a lack of agreement between the theory advocated by 
their professors of education and the practices demanded of them by the 
cooperating teachers selected by colleges of education to direct their 
student teaching practices. Brown further points out that problems 
exist in several areas; namely, that many textbooks on teaching methods, 
when discussing theoretical issues and backgrounds, do not relate to 
the practical problems of teaching encountered later; that rarely do 
the professor's own teaching practices approach those he advocates; 
and that, even more rarely, can one find a teacher who actually does 
anything tcward providing for individuality in the classroom. He adds 
that the problem of dealing with the theory-practice dilemma has been 
a stumbling block to educational leaders for a long period of time. 
To sunnnarize, it is evident that classroom management and/or 
control is a constant series of dealings with human behavior. Many 
teachers feel insecure, threatened and afraid to turn loose the reins 
of control. A way must be found to close the gap between theory and 
practice so that more energies can be spent toward making the learner's 
environment a more effective, cooperative system. 
Literature Related to Trust 
The Standard College Dictionary (1963) defines trust in several 
ways. Among these are: 
A confident reliance on the integrity, honesty, veracity, 
or justice of another; confidence; faith. Something 
committed to one's care for the use or safekeeping; a 
·charge; responsibility; custody; keeping. To allow to 
do something without fear of the consequences; to believe. 
Syn. lo Trust, faith, confidence, and reliance denote 
the feeling that a person or thing will not fail in duty, 
service, or the like. Trust implies that this feeling has 
no reservation, and that it rests upon an estimate of 
character more than upon evidence. 
McGregor (1963) defines trust when he writes: 
The meaning of "trust" is simple to taste, but it is 
a condition difficult to achieve--particularly under con-
ventional forms of organization. Trust means: "I know 
that you will not--deliverately or accidentally, conscious-
ly· or unconsciously--take unfair advantage of me." It 
means: "I can put my situation at the moment, my status 
and self-esteem in this group, our relationship, my job, my 
career,· even my life, in your hands with complete confidence." 
•• cTrust is a delicate property of human relationships. It 
is influenced far more by actions than by words. It takes 
a long time to build, but it can be destroyed very quickly. 
Even a single action--perhaps misunderstood--can have power-
ful negative effects. It is the perception of the other 
person and of his actions, not the objective reality, on 
which trust is based. And such perceptions are profoundly 
influenced by emotions, needs, anxieties, guilts, expec-
tation~ and hopes.~ 
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Erikson (1950) describes eight stages in the personal careero He 
states that in the first period the task is to establish a basic sense 
)f trust, or confidence in the goodness of the existence and in the 
reliability of those on whom one depends. Trust exists only in relation 
to something, 
Maslow (1954) describes the levels in the prepotent hierarchy of 
1eeds as the need for physiological requirements, security, social 
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:filiation, esteem, autonomy and self-actualization. The need to 
:tain self-actualization is the highest order of need in the Maslow 
>rmulation and represents the need to develop into everything that one 
Ln become. Herzberg (1966) enlarges on Maslow's theory and says that 
tn's compelling urge is to realize his own potentiality by continuous 
:ychological growth. The four characteristics of an actualizer are 
1nesty, awareness, freedom, and trust (Shostrom, 1967). 
Buber (1951) expresses an actualizor as an appreciator of his own 
.iqueness, as follows: 
Every person born into this world represents something 
new, something that never existed before, something original 
and unique. "It is the duty of every person ••• to know and 
consider that he is unique in the world in his particular 
character and that there has never been anyone like him in 
the world, for if there had been someone like him, there 
would have been no need for him to be in the world. Every 
single man is a new thing in the world, and is called upon 
to fulfill his particularity in this world ••• " Every man's 
foremost task is the actualization of his unique, unpre-
cedented and never recurring potentialities, and not the 
repetition of something that another, and be it even the 
greatest, has already achieved (p. 16). 
Silberman (1971) reports in his study that schools are oppressive, 
tellectually sterile, aesthetically barren, and inhumane; that 
hools are too preoccupied with order and control and without trust 
r pupilsc Although all educators might not agree with Silberman's 
971) report, there are many who agree that emphasis should not be on 
at is being taught but on how it is being taught. Kelly (1965) and 
mbs (1970) support Silberman by saying that what a person knows is 
t as important as how a person feels, because how one feels controls 
havior while what one knows does not. 
A more humanistic attitude toward children will lead teachers to 
sire a democratic atmosphere with open channels of two-way 
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:ommunication between pupils and teachers. A humanistic orientation is 
me which stresses the importance of the individuality of each student 
tnd the creation of an atmosphere to meet the wide range of student 
reeds (Silberman, 1971). Rogers (1969) alludes to this point when he 
·efers to three qualities which facilitate learning: 1) a realness or 
;enuineness on the part of the facilitator; 2) a prizing of the learner, 
1rizing his feelings, his opinions, his person, an acceptance of this 
1ther individual as a separate person, having worth in his own right; 
md 3) the ability to understand the student's reactions from the 
.nside, a sensitive awareness of the way the process of education and 
.earning seems to the student (empathetic understanding). Rogers (1969, 
,. 114) further states: 
It would be most unlikely that one could hold the three 
attitudes I have described, or could commit himself to being 
a facilitator of learning, unless he has come to have a pro-
found trust in the human organism and its potentialities. If 
I distrust the human being then I must cram him with infor-
mation of my own choosing, lest he go his own mistaken way. 
But if I trust the capacity of the human individual for 
developing his own potentiality, then I can provide him with 
many opportunities and permit him to choose hiw own way and 
his own direction in his learning. 
Trust of students involves use of inquiry; simulation and pro-
rammed instruction; student-selected problems; subgroup participation; 
he basic encounter group; and self-evaluation. 
In summary, teacher trust of students must be based on such quali-
ies as openness, existentialism, and spontaneity. Teachers, in order 
o accept students as fully functioning beings, must first be trusting 
f themselves. Instead of trying to make the students learn, teachers 
ust acquire a faith or trust in students which will allow letting 
hem learn. Teacher trust of students permits a student to be whaL he 
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is rather than what the teacher wants him to be. Teacher trust is 
being humane. 
Literature Related to the Emergence of 
the Open-Spaced School 
A change in the physical structure of the school building was a 
step toward facilitating a more open and free education. MacBeth (1971) 
states that little changed in education bet.ween 1850 and 1950, and that 
buildings did not change very much because the educational program did 
riot change very much. It is difficult to be flexible when the school 
iesign requires a rigid time schedule, box-like rooms to limit size 
~roupings, and isolation from one's fellow workers. 
Adams and Biddle (1970) caution innovators to examine where they 
riave been before planning where they are going. For the past one-
riundred years most elementary education has been in the self-contained 
!lassroom. In the self-contained classroom organization, one teacher 
1as the responsibility for all or most subjects taught to one group of 
,upils, usually for one year. Specialist teachers in music, physical 
?ducation, and sometimes art, break up the self-contained elementary· 
;tructureo 
Feyereisen, et alo (1970, ppo 211-212) write: 
At the elementary level the self-contained pattern has 
traditionally held sway, but recent emphasis on subject-
matter and the re-organization of the content of the curric-
ulum at the elementary level led to a reevaluation of its 
merits. It has been generally held that pupils at the 
elementary level gain security and confidence from the 
close.association of one teacher and one group and, further, 
that learning needs can be met on a more individual basis 
as the teacher comes to understand each child and as subject. 
matter can be organized and integrated to meet a relatively 
small number of individual needs. Hence, the self-contained 
organization, according to its advocates, promotes better _ 
mental health, an4 more meaningful, integrated learnings 
geared to individual timing and needs. 
Critics of the self-contained pattern question the. 
possibility of one teacher's being prepared adequately to 
teach in all the disciplines as they are now structured. __ _ 
They question also the probability of the busy teacher' _s 
being able to satisfy the individual learning and 
psychological needs of twenty-five or thirty pupils. Can 
the pupils be stimulated to learn over the long period 
of time by one teacher and while being confined largely in 
one room? They question. The self-contained classroom 
teacher is mainly responsible not only for the organization. 
of the subject matter but also for the curricular sequence 
and scheduling of learning activities, but he works in 
relative isolation from profes'sional colleagues and with 
little supervision. Either the teacher leans entirely on 
prepared "guidebooks" and textbook presentations, or he 
drifts aimlessly.along without the benefits of professional 
stimulation, guidance, and criticism for growth, the 
critics claim. 
Tewksbury (1967) reports that educational psychologists, certain 
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teachers and administrators, and specialists in child development have 
collected a mass of evidence which indicates plainly that each child is 
different. With this fact, it is ridiculous to expect all children in 
; 
a given grade to do the same work and to complete it during the year 
they spend in the grade, yet, this is the suggested theory of the 
graded school and its self-contained classrooms. Goodlad's (1954) 
study points out that children who are retained make-poorer social 
.. 
adjustments and develop poorer self-concepts than- children of similar 
ability and background who are promoted. The inability of the graded 
school to provide sufficiently for individual differences has caused 
an increasing number of educators to seek modifications in· the plan. 
Tewksbury (1967) relates to two movements· which were instrumental 
in instigating the open school concept. The Progressive Education 
movement and the mental health movement stressed concern over the 
schools not meeting individual differences. The two movements 
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1dvocated a freer school environment, one which would be more conducive 
to nurturing children's creativeness and self-reliance; offering more 
flexibility in order to provide a better learning environment; and 
?rovi.ding enough successful experiences so that each child could 
ievelop a positive self-image. 
A report from Educational Facilities Laboratories (1965) refers to 
the continuous effort to devise educational containers which mold them-
selves to the fluid activities within, leading to a new look in school 
1ouse architecture: the school without interior partitions. Educators 
md architects have labeled the new type buildings "open-space schools." 
.•. The major aim in these open-space schools is to provide 
an environment which encourages greater·interaction between 
teacher and pupil, and·· teacher and· teacher. There are no 
partitions to fragment· learning by dividing teachers, children, 
and subject matter into tight standardized compartments, ••• 
Each child finds his own place, creates his own path (p. 3). 
Studies of pupil adjustment to organizational patterns other 
than the se1f~contained.classroom have been made in many 
communities, including Tulsa, Oklahoma; Ossining and Long 
Beach,.New York; and New Brunswick, New Jersey. There seems 
to be.noevidence.that.unusual guidance problems or poor 
social·. adjustments. result. from. such. organizations. Similarly, ... 
available.reports.from team teaching.projects indicate.that 
pupiLadjustment problemsexist lar&ely in the minds of.some 
visitors.to the.projects rather than.in actual.fact. It.is 
hoped. that researchers can develop instruments·. which will pro.,- .. 
duce more accurate•data than now exist ..• (Bair, Medill, and 
Woodward, 1964, p. 208) 
Goodlad (1965, p. 5 7) said, "Children are downright orne:r:y. They 
refuse to grow up all of a piece." There is no promise that an open-
?lan school will make a child less "ornery" but it can make it easier 
to mesh bis schooling with his personal growth. In most cases, the 
iisappearance of walls is usually accompanied by some semblence of less 
rigid patterns of teaching, learning, and facilitating. Nongrading, 
team teaching-, and the dual progress plan are organizational concepts 
found in many open-space schools. 
The actual operation of the organizational concept varies 
from system to.system, within the system, .from building.to 
building, and even from team: to team. . The. philosophy .of. the 
school,.the pupil.population, the competence of the.staff,. 
the availability of resources, and the characteristics.of-the 
school plant are.but a few of the considerations involved. 
It would be. impossible to describe a single·.modeLapplicable 
to all efforts ·(Feyereisen, et al., 1970, pp.214--215). 
Kohl (1969, p. 58) is in ag~eement with Feyereisen, et al., when 
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he·writeff, "There is no single model open classroom. Rather there are 
as many variations as there are combinations of students and teachers." 
The Educational Facilities Laboratories (1965) point to the 
· assumption that no innovation in plant or program has a chance of being 
successful unless teachers are willing and able to accept it. Many 
· · districts which have· built open-space schools have taken pains to staff 
them with people who want to be there·~ The majority of the teachers in 
these schools are volunteers, and in cases where the adoption of an 
open--plan was accompanied by the introduction of new teaching tech-
- niques, the teachers are frequently graduates of more or less formal 
teacher-training programs. Hapgood (1971, p. 71) reports, " ••• the New 
- School of Behavioral Studies at the University of North Dakota has 
estimated· that· it.takes a teacher five years in the classroom to become 
- a first--rate· open classroom teacher." Kohl (1969, p. 82-83) has made 
- sE:veral observations during his teaching experiences, some of which 
are: there must be considerable give and take, argument, disagreement 
and even conflict. He further states: 
•.. An open classroom is· a threat in a school where the main.,-
tenance· of control is a central concern. It is a threat to. 
teachers.who may find their pupils demanding rights and.free-
dom not acceptable in their classes._ It is a threat to 
supervisors who have a stake in carefully ordered curriculum 
er who feel the need to know what the teachers and pupils in 
their school are doing at every moment ••.. Initially, 
teaching in an open classroom can be·a lonesome, diffi~ 
cult experience, and the.teacher has to be strong and 
believe it is worth it to himself and to his students. 
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Many questions have been raised concerning the noise level, large 
numbers of students moving around constantly creating-distractions, 
inattention, students working with more than one teacher, various 
types of media all going at once, and record keeping~ The report from 
Educational Facilities Laboratories (1965) responds to many of these 
concerns in the following paragraphs. 
One factor that makes it possible for varied activities to go on 
at the same time in an open room is the human capacity psychologists 
call "selective inattention." People who are interested in what they 
are doing will screen out-~often unconsciously-~sights and sounds. 
Sounds irritating to an individual can be covered up by the relatively 
high level of background noise like the generalized hum of activity. 
Carpeting and portable furniture aid in· cutting down distractions. 
The open-space school is a mutual benefit to teachers and students. 
If it is important that no one teacher be required to carry the 
emotional burden of any particular child and his special problems 
throughout the day, it "is equally important for the child to have a 
chcice of teachers he kn:::;ws and by whom he is known. He should be free 
to seEk out those for whom he feels an affinity. Because they are tc-
gether for shorter periods of time, students as well as ceachers are 
better able to manage personality clasbes·. When a group of teachers 
work together with students in an open classroom they can pool their 
judgments and observations and get a·better picture of the whole child. 
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The teacher's role in the open~space school· is one of an acti-
vator, a guide, or a facilitator. Loving children-, knowing how to 
group children for mutual benefits, and understanding problems that 
interfere with learning are only a portion of the requirements for a 
teacher in the open-space school. He must be honest in discussing 
evaluations with students and parents. The methods and techniques he 
employs are visible to all and require a harmonious effort with the 
other members of the team. He must be flexible and open to suggestions 
and criticisms from his peers. 
The teacher must look upon the student as-·anactive·organism. 
Movement is natural to children. The primary benefit of the open-space 
school is the freedom it offers to children-to move from· group to group 
for different levels·of work. This mobility is important· academically, 
physically, and psychologically. 
An examination of John Dewey's (1897·, 1916) writings leads one to 
believe that he would have put his stamp of approval on the open-spaced 
school concept. "Experience" and "learn by doing" became the watchword 
of his pedagogical theory. In~ Pedagogic Creed (1897), he strongly 
emphasizes individualism, interests, and personal feelings of the 
students·. The reacher's funct1on is not to impose certain ideas or 
force certain habits upon the child, but to act as a· guide or a 
facilitator.· As long ago as 1897 he was advocating making the curric-
ulum relevant and student-centered rather than-a mere success1on of 
studiesc 
Changes in education occurred-during the 1950's and 1960's that 
resulted in modification of some elementary schools'- interior space 
design. The open-spaced schools range from completely open space to 
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those having only selected· open spaces.-· With-movable-partitions, in 
many cases·, various· sized rooms made for flexible· grouping of- students. 
Along with· this flexibility came· reorganization- of·· staff· and· curricula, 
labeling the new patterns as nongraded,· team· teaching, dual progress 
plan, crossage teaching, open education, 'Individual- Prescribed· Instruc-
tion, etc·. Being architecturally open does not automatically make the 
environment open. "Flexibility," "individuality, 11· 11freedom," "trust," 
"choice," "interests," and "humaneness11 · are key words· for the open-
spaced schoolo 
Summary 
Chapter II has presented a brief resume of research and literature 
pertaining· to the related areas· of this study. It is· intended that the 
reader would be able to develop a perspective·and·conception of the 
need for this study concerning elementary teacher opinions·toward 
punishment, management and/ or control,· and trust· of·· elementary students o 
CHAPTER III 
METHOD AND PROCEDURE 
Introduction 
Chapter III will describe the research method. Specifically, the 
development of the instrument, the research sampling technique, and the 
procedure used in administering the instruments are described in this 
chapter. A description of scoring procedures for deriving data for 
analyses of the questions and the hypothesis, and a discussion of 
statistical treatment of the data conclude the chapter. 
Instrumentation 
An analysis of previous research studies in the areas of punish-
ment, management and/or control, and trust of students, plus a number of 
teacher attitude inventories, revealed an appropriate instrument 
unavailable for the pnrposes of this study. Through the guidance and 
aid of several Oklahoma State University faculty members, the Punish-
ment, Management and/or Control, and Trust of Students Opinionnaire, 
most often referred to as the PMT Form in this paper, was developed. 
An investigation of various instrument scales (Encyclopedia of 
Educational Research, 1960; Gage, 1963) resulted in the identification 
of three techniques which were potentially appropriate for determining 
teacher opinions toward punishment, management and/or control, and 
trust of studencs. These included the Thurstone, Likert, and the 
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Semantic Differential techniques for scale construction. Further 
search of the literature focused on aspects of these techniques which 
included the general purposes, assumptions, advantages and disadvan-
tages of each type of scale. In view of the assumptions of the various 
scales and the intent of this study, it was concluded that the Likert-
type scale would be the most appropriate. 
Likert-type scales, sometimes referred to as surnrnated scales, 
consist of a series of items to which a subject is asked to react. The 
Likert-type scale is not based upon items which have been judged to be 
distributed evenly over a continuum of favorableness-unfavorableness. 
It has as one of its basic premises the assumption that each of the 
universe of items are of equal attitudevalue (Kerlinger, 1964). Scott 
(1954) indicates another assumption of the Likert technique to be that 
items of the scale should have operating characteristics which are 
mcnotoni.cally increasing functions of the latent attitude variable. 
That i.s, the more favorable an attitude toward an item, the higher the 
item score. 
The procedure for constructing a Likert-typescale is given by 
Selltiz, et al. (1959, pp. 367-368): 
(1) The investigator assembles a large number of items 
considered relevant to the attitude being investigated 
as either clearly favorable or clearly unfavorable. 
(2) These items are administered to a group of subjects 
representative of those with whom the-questionnaire is 
to be used. The subjects indicate their response to 
each item_by checking one of the categories of agreement-
disagreement, (3) The responses to the various items 
are scored in such a way that -a response indicative of the 
most favorable attitude is given the highest score. It 
makes_no difference whether 5 is high and 1 is low or vice 
versa. The important thing is that the responses be scored 
consistentlyin terms of the attitudinal direction they 
indicate,. Whether "approve" or "disapprove" is the favorable 
response to an item depends, of course, upon the content and 
wording of the item. (4) Each individual's total score is 
computed by adding his item scores. (5) The responses are 
analyzed to determine which of the items discriminate most 
clearly between the high scorers and the low scorers on the 
total.scale ••.. Items that do not show a substantial 
correlation with the total score, or that do not elicit 
different.responses from those who score high and those who 
score low on the total test; are eliminated- to ensure that 
the. questionnaire is "internally consistent''-,--that. is, that 
every item is related to the same general attitude. 
Selltiz; et al. (1959) discuss several- advantages of the Likert-
type scale. Included are the following: (1) Items may be used which 
3-re not manifestly related-to the attitude being measured, Any item 
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nay be used which is found to be empirically consistent with the total 
;core. · (2) The Likert-type scale is considered to be simpler to con-
,truct than the Thurstone-type scale. (3) The Likert-type scale is 
~enerally more reliable than the Thurstone-type scale in that more 
!ategories are·possible with the former. (4) More information may be 
~licited with the Likert-type scale simply because more response cate-
~ories are-possible than with the Thurstone-type scale. 
Two disadvantages of the Likert-type scale are cited by Selltiz, 
,t ·al.· (1959). - First, only an ordinal level of measurement may be 
tssumed, and·second,·the total score of an individual- often has little 
1eaning since many patterns of responses may produce the same score. 
Procedural Steps during Instrument Development 
Development of the Punishment, Management and/or Control, and 
rust Opinionnaire (Appendix A), as an instrument, proceeded through 
hree distinct stages. 
Stage one of the developmental process was collecting statements 
rom the literature concerning punishment, management and/or control, 
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and trust of students. From approximately eighty-five statements, 
sixty of the seemingly most relevant statements were selected and put 
in the form of an opinionnaire. This first attempt at the formulation 
of an opinionnaire was administered to a graduate supervision class at 
Oklahoma-State University during the summer-of 1911. The·class con-
sisted of·approximately thirty classroom teachers, supervisors, and 
administrators·~ This group aided in- clarifying directions and state-
ments. Some items were·deleted due to ambiguity. 
Revisions were· made and-during September, 1971, a jury of ten 
members ofa doctoral·seminar class at Oklahoma State University served 
to: (l)further clarify statements and written directions; (2) examine 
the opinionnaire for ambiguity; and (3) ·categorize the statements into 
the instrument's component parts--punishment, management and/or control, 
and trust of-students. Only those statements, or items, receiving 100 
per cent·agreement from the jury were utilized in the instrument. 
A second jury of three Oklahoma State·University faculty members 
from the area of Elementary Education served to assign values, or 
weights, to the responses. Here, the judges were·to be the respondents 
themselves, each judging according to his perceptions·and in terms of 
the present day educational goals how teachers should react or view 
student behaviors-. In other words, the jury opined how an "open" 
elementary teacher should respond to the opinionnaire. The item 
responses are arbitrarily coded from one to five and not weighted 
toward one end of the continuum. This jury was in 100 per cent agree-
ment with the researcher as to the coding system for the fifty-seven 
remaining items. 
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The instrument first requested a number of kinds of demographic 
data; including sex, age group, grade presently teaching and number of 
years at this level, degree or degrees held and majors, teaching exper-
ience, whether teaching in an open-spaced school or in a self-contained 
classroom, if volunteered or assigned to the position, if taught in 
a self-contained classroom before teaching in an open-spaced school, 
hours of additional course work taken within the last three years, and 
whether or not special training or orientation was provided for the 
present position. 
There are·57 items in the opinionnaire withresponses·ranging from 
StronglyAgree·to Strongly Disagree~ Nineteen-·of the items deal with 
punishmenL These·items·are not clustered but are randomly placed 
throughout·the instrument. The nineteen items depicting opinions 
toward punishment are numbered 3, 7, 17, 19, 21, 23, 24, 26, 27, 28, 
29, 38, 46, 48, 49, 52, 53, 55, and 57. The nineteen items dealing 
with management and/or control are: 1, 2, 4, 5, 6, 9, 12, 13, 14, 18, 
22, 30, 37, 39, 41, 42, 45, 50, and 5(. The nineteen items dealing 
with trust are: 8, 10, 11, 15, 16, 20, 25, 31, 32, 33, 34, 35, 36, 40, 
43, 44, 47, 51, and 56. 
During the Fall semester of the 1971-72 academic year, a pilot 
study involved two graduate statistics classes. The major purposes 
focused·on connnunicative aspects, timing, ·and utilization of the data 
to determine the reliability of the instrument. The classes of 
9.pproximately fifty students were asked to write in comments if they so 
iesired~ There were none concerning directions or the items themselves; 
~omments received were mainly in rebuttal to some of the statements. 
Hl members of the classes were required to complete the instrument 
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with no instructions other than those provided within the instrument 
itself~ This placed each member of the classes in approximately the 
same position as a teacher who would receive the instrument. Times 
were noted as each of the respondents completed·the·instrument and an 
average time for completion was computed to be 14.52 minutes. 
At this point it appeared that the instrument was in a form 
satisfactory enough to pursue a pilot study under actual experimental 
conditions~ The primary purpose of this final pilot effort was to 
determine the discriminating power of the instrument, that is to deter-
mine how well it·differentiated between known groups of teachers in an 
elementary open-spaced school and in an elementary self-contained 
classroom-building. An important·secondary purpose of the final pilot 
study was to obtain a measure of internal consistency for the instru-
ment~ A final purpose was that of rechecking the communicative aspects 
of the instructions under actual·experimental conditions. Two schools 
were identified by the research coordinator in a moderately sized 
school system~ The research coordinator, in turn, granted permission 
to conduct the final study. 
The investigator delivered the opinionnaires to the two schools 
. 
during the time of the school faculty meeting. Comments made by the 
investigator were held to a minimum, mainly to tell the groups to read 
the directions and respond to the bpinionnaire as rapidly as possible. 
The investigator also expressed appreciation to the groups for their 
taking time to respond. 
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Validity 
The final pilot study utilized the known-group method to establish 
a measure of construct validity·for the instrument. Kerlinger (1964, 
p. 453), discussing the known-group method indicates, "In this method 
groups·of people with 'known' characteristics·areadministered an 
instrument·and the direction of difference is ·predicted." It was 
predicted that there would be a difference in the opinions of elemen-
tary school teachers-teaching in open-spaced schools and self~contained 
classrooms toward punishment, management and/or control, and trust of 
students as measured by the PMT Opinionnaire. Thirty-five teachers 
responded·to the opinionnaire. Of this total, 21 of the elementary 
teachersin·open-spaced schools and 14 of the elementary teachers in 
self-concained classroom responded to provide data from which the 
differentiating power of the instrument was to be determined. 
Shown in Table I are the results of at-test of the difference 
between·the·means of·the teachers in Group A (elementary teachers in 
open-spaced schools) and Group B (elementary·teachers in self-contained 
classrooms)~ PMT Inventory scores are shown. The computed t values 
in·all three areas: punishment, management and/or control, and trust 
of students, exceeded those required for the .05 level of confidence; 
thus, it·was concluded that the instrument did, ·in fact, discriminate 
between the known groups. 
Reliability 
Reliability of the instrument was determined from data obtained 
during the administration of the opinionnaire to the graduate 
Total Score 
A 
B 
Punishment Scores, 
A 
B 
Management Scores· 
A 
B 
Trust Scores 
A 
B 
TABLE I 
A SUMMARY OF PILOT STUDY "KNOWN 
GROUPS" CHARACTERISTICS 
N x 
21 202.0 
14 185.9 
21 64.7 
14 60.0 
21 68.2 
14 64.2 
21 69.0 
14 61. 7 
*Significant at the ,01 level 
**Significant at the ,001 level 
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a t 
9.6 
4o2** 
12o9 
4.9 
2.8* 
5ol 
3.7 
2.9* 
4.7 
5o7 
3o4* 
6.7 
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statistics classes and from the final pilot study which utilized two 
known groups. The split-half method was applied to the data from the 
graduate classes. According to Downie and Heath (1969), the split-half 
method provides a "coefficient of internal consistency" for the instru-
ment. The split-half technique, using scores on the even-odd numbered 
items, showed a coefficient of reliability of 0.91. Utilizing the 
data from the known-groups, the Kuder-Richardson technique yielded a 
reliability coefficient of 0,72 and the split-half test yielded a 
reliability coefficient of 0.80. These reliabilities were deemed of 
sufficient magnitude to allow further use of the instrument. 
Sampling 
In order to test the hypotheses and questions previously formu-
lated, a sample of teachers in sixteen elementary schools in four 
southwestern cities was asked to respond to the Punishment, Management 
and/or, Control, and Trust Opinionnaire. The cities of Tucson, Arizona; 
Wellington, Kansas; and Norman and Tulsa, Oklahoma, were selected on 
the basis of being granted permission to conduct the study, of being 
desirably located, geographically, and of being sufficient in size to 
.. 
maintain both open-spaced school buildings and self-contained classroom 
school buildings. The sample did not include junior high schools or 
high schools, nor were any teachers included from private schools. 
Two hundred eighty teachers were employed in the sixteen schools and 
all 280·teachers are included-in the study. The schools ranged in 
faculty size from 11 to 33 teachers. 
Administration of the Instrument 
Upon completion of the sampling process, a packet containing 
opinionnaires, instructions for administration and return of the 
opinionnaires, and a letter from the investigator to each teacher 
(see appendix B) was mailed or delivered personally to the principal 
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of each building. The method of distribution of the opinionnaires and 
letters to the teachers in each building was determined by the principal. 
It was left to the discretion of the individual teacher to complete the 
stamped opinionnaire and return it by mail to the researcher. 
The present method of administering the instruments had its advan-
tages and disadvantages. Advantages were seen to include the following: 
One, permitting the teachers to respond when they wished should result 
in a more positive orientation of the teachers toward participation in 
the studyo It is assumed that an alternative method would require a 
teacher's meeting either before or after school. Two, if the teachers 
felt threatened as a result of their participation, they could respond 
in private, thus keeping their responses external to the physical 
con.fines of the school. Three, the method was considered to be much 
more feasible from th~ school administration's point of view because 
of the largeness of the sample size. The fact of feasibility seemed 
to be weighted heavily by the administration when either approving or 
disapproving research within its school system. Finally, the present 
meLhod presented some assurance that the instruments arrived at their 
destination and were not lost in the mail or were not mailed to a wrong 
address. 
An obvious disadvantage associated with this method of instrument 
administration was the fact that no control could be obtained with 
respect to insuring responses to the instrument. The instruments were 
not coded, therefore, a personal follow-up could not be carried out. 
Steps taken to gain the cooperation of the teachers included insuring 
complete anonymity on the part of the teachers and individual schools. 
It was considered doubtful that 100 per cent of the teachers would 
choose to participate in the study. ·· At the end of a one month period 
67 per cent of the total 280 teachers had responded; replies were 
received from 77 percent of the open-spaced school teachers and 61 per 
cent of the self-contained classroom teachers. 
As stated earlier, sixteen schools participated in the study. 
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Eight of the schools met the criteria for open-spaced schools as defined 
in the study. The eight schools employed a total of one hundred forty-
six teachers. Eight of the schools met the criteria for self-contained 
classrooms as defined in the study. One hundred thirty-four teachers 
were employed in the self-contained classroom schools. 
Scoring Procedures 
Scoring of the Punishment, Management and/or Control, and Trust 
Opinionnaire was conducted as suggested by Selltiz, et al. (1959). 
As discussed in a previous section of this chapter, the five point 
Likert scale was used to elicit responses. The responses to the various 
items were scored in such a manner that a response indicative of the 
most favorable attitude was given the highest score. 
The scores were derived from the individual instruments and placed 
on data cards for processing by the IBM 360 computer at Oklahoma State 
University. Biographical data were coded and also placed on data cards. 
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Data to evaluate Hypotheses One, Two, and Three were derived from 
the scores of the fifty-seven items. Data to evaluate Hypothesis Four 
utilized both the demographic data and the scores from the fifty-seven 
items. 
Statistical Treatment of Data 
The statistical technique utilized in analyzing the data obtained 
by the PMT Opinionnai:re to test Hypotheses One, Two, and Three was the 
Pooled Variance t formula as described by Popham (1967, 143-150). 
Hypothesis Four states that there is no difference between the 
opinions of elementary teachers teaching in open-spaced schools and 
self-contained classrodms toward punishment, management and/or control, 
and trust of students according to selected demographic factors 
collected by the PMT Inventory. The Kruskal-Wallis One-way analysis of 
variance by ranks was utilized for testing the null hypothesis. 
Significance was established at the 0.05 level of confidence. 
Summary 
Chapter Ill has presented the technique employed to develop the 
~ 
Punishment, Management and/or· Control, and· Trust Opinionnaire·and the 
proce'dural steps utilized during the developmental process. Also 
discussed were the sampling methodology, the scoring procedures 
utilized to derive data necessary to test the hypothesis and answer the 
questions, and the statistical techniques utilized. Chapter IV will 
continue by focusing upon the findings of these analyses. 
CHAPTER IV 
AN ANALYSIS AND TREATMENT OF DATA 
Introduction 
The results of the statistic.al analyses of the four hypotheses 
are reported in this chapter. The data obtained in this investigation 
were used for the primary purpose of testing the following hypotheses: 
Hypothesis One. There is no significant difference between the 
opinions of elementary school teachers teaching in open-spaced schools 
and self-contained classrooms toward punishment of students as measured 
by the PMT Opinionnaire. 
Hypothesis Two. There is no significant difference between the 
opinions of elementary school teachers teaching in open-spaced schools 
and self-contained classrooms toward management and/or control of 
stu,dent.s as measured by t:he PMT Opinionnaire. 
Hypothesis Three .• There is no significant difference between the 
opinions of elementary school teachers teaching in open-spaced schools 
and self-contained classrooms toward trust of students as measured by 
the PMT Opinionnaire. 
Hypothesis Four. There are no significant differences between the 
opinions of elementary school teachers teaching in open-spaced schools 
and self-contained classrooms toward punishment, management and/or 
control, and trust of students according to selected demographic 
factors as measured by the PMT Opinionnaire. 
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Before viewing findings as they relate to the hypotheses, it seems 
appropriate to view data characteristics of the sampled teachers. 
Directors of the Research Division for the School Districts in 
Tucson, Arizona; Wellington, Kansas; and Norman and Tulsa, Oklahoma, 
granted permission to conduct the study in a total of sixteen elemen-
tary schools with a total of two hundred eighty teachers. Eight of the 
schools met the criteria for open-spaced schools as defined in the 
study. These eight schools employed a total of one hundred forty-six 
teachers. Eight of the schools met the criteria for self-contained 
classrooms as defined in the study. One hundred thirty-four teachers 
were employed in the self-contained classroom schools. 
The one hundred six returns from the elementary teachers teaching 
in the open-spaced schools represent a seventy-seven per cent return. 
Throughout the remainder of this report the elementary teachers 
teaching in the open-spaced schools will be referred to as Group A. 
The eighty-two returns from the elementary teachers teaching in 
self-contained classrooms represent a sixty-one per cent return. 
Throughout the remainder of this report the elementary teachers 
teaching in self-contained classrooms will be referred to as Group B . 
• 
Presented in Appendix Care the demographic data from the elemen-
tary teachers teaching in open-spaced schools and self-contained class-
rooms who responded and returned the inventories. An examination of 
Appendix C shows that seven per cent of the returns from Group A are 
males while ten per cent of the eighty-two returns from Group Bare 
males. With respect to age, forty-four per cent of the teachers in 
Group A are of twenty-nine years or below compared to twenty-four per 
cent of the teachers in Group Bare twenty-nine years of age or below. 
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Thirty-eight per cent of the teachers in Group A hold a Masters Degree 
or hours above while thirty-seven per cent of the teachers in Group B 
hold a Masters Degree or have obtained a number of hours above a 
Masters Degree. Seventy per cent of Group A obtained the first major 
in Elementary Education compared to sixty-five per cent of the teachers 
in Group B received the first major for the degree in Elementary 
Education. 
Shown in Appendix Dare the number of years teaching experience 
for both groups of teachers. Since some participants did not respond 
to this item, the information is limited. Of those responding from 
Group As seventy-two, or sixty-eight per cent, of the teachers 
indicated three years or less of teaching experienceo Those responding 
from G.roup B indicated that thirty-eight, or forty-six per cent, of 
the teachers had three years or less of teaching experienceo 
The number of years taught in the present building and the number 
of years taught in the present system are shown in Appendix Eo The 
reader should be reminded that the open-spaced school concept is 
relatively new, hence, the evident difference in the number of years 
taught in the present building. The number of teachers indicating no 
years taught in the present building or system might indicate only a 
partial year of teaching in the building or system, or there could be 
a misinterpretation of the item on the inventoryo 
Indicated in Appendix Fare the responses revealing whether Group 
A and Group B teachers were assigned or volunteered to teach in the 
respective. buildings; if they received pre-service or in-service 
training for the present position; or if the teachers are currently 
participating in an in-service program of some type. Forty-three 
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per cent of the teachers in Group A were assigned to teach in an open-
spaced school while sixty-one per cent of the teachers in Group B were 
assigned to teach in self-contained classrooms. Sixty-nine per cent 
of the teachers in Group A indicated they volunteered to teach in an 
open-spaced school whereas thirty-five per cent of the teachers in 
Group B indicated they volunteered to teach in self-contained class-
rooms. Sixty-two per cent of the teachers in Group A reported special 
pre-service or in-service training for the present position as compared 
to fifteen per cent of the teachers in Group B. Twen~y-six per cent 
of the teachers in Group A and twenty-three per cent of the teacheis 
in Group B indicated they were presently participating in an in-service 
program of some type. The type of program was not specified. 
Presented in Appendix Gare the responses to the number of hours 
taken either in Subject Matter Content, Curriculum, Educational 
Psychology, and Social Foundations within the last three years. The 
large number of responses to zero hours indicates that over fifty 
per cent of the teachers involved in the study have taken no educa-
tional course work within the last three years. An examination of 
the averages of hours taken in each area shows that elementary teachers 
in open-spaced schools have taken more hours than elementary teachers 
in self-contained classrooms over the last three years. The highest 
concentration of hours taken by both groups was in the area of 
Curriculum with Subject Matter Content following very closely. 
Results of the Study 
Up to this point the investigator has provided a profile of the 
characteristics of the teachers involved in the study. The following 
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presents an analysis of the participants' responses to the fifty-seven 
items on the PMT Opinionnaire. The reader is referred to Chapter III 
for further information and clarification of the three categories of 
items in the PMT Opinionnaire. 
As presented in Table II, the result of the Pooled Variance t 
test shows the differences of opinions between Group A and Group B 
toward punishment of elementary students. The computed! value of 
4.31 called for rejection of the null hypothesis, (P <.001). There is 
a significant difference between the opinions of elementary teachers 
teaching in open-spaced schools and self-contained classrooms toward 
punishment of students. Hypothesis· One is rejected. 
Group 
A 
B 
TABLE II 
THE OPINIONS OF ELEMENTARY SCHOOL TEACHERS TEACHING 
IN OPEN-SPACED SCHOOLS AND SELF-CONTAINED 
CLASSROOMS TOWARD PUNISHMENT 
n x 
106 61.96 
82 57.37 
OF STUDENTS 
2 
s 
52.59 
52.48 
7.25 
7.24 
*Significant beyond the .001 level of confidence. 
t 
4.3117* 
The differences of opinions of Group A and Group B toward manage-
ment and/or control of students are reported in Table III. A 
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significant difference at the .05 level of confidence required at of 
1.980 with 186 degrees of freedom. The computed! was 5.3075, 
(P <.001); therefore, the null hypothesis is rejected. According to 
these findings it can be stated that there is a significant difference 
in the opinions between elementary teachers teaching in open-spaced 
schools and self-contained classrooms toward management and/or control 
of students as measured by the PMT Opinionnaire. 
Group 
A 
TABLE III 
THE OPINIONS OF ELEMENTARY SCHOOL TEACHERS TEACHING IN 
OPEN-SPACED SCHOOLS AND SELF-CONTAINED CLASSROOMS 
TOWARD MANAGEMENT AND/OR CONTROL OF STUDENTS 
n x 
106 67.89 
2 
s 
43.43 6.59 
t 
5.3075* 
B 82 62.95 35.50 5.96 
*Significant beyond the .001 level of confidence. 
The ~ifferences of opinions of Group A and Group B toward trust 
~f students are reported in ~able 4. The computed! was 4.2754 
(P <.001) which signifies the rejection of the third null hypothesis. 
Therefore, it can be stated that there is a significant cifference in 
the opinions between elementary school teachers teaching in open-spaced 
schools and self-contained classrooms as measured by the PMT Opinion-
oaire, 
Group 
A 
T~E~ 
THE OPINIONS OF ELEMENTARY SCHOOL TEACHERS TEACHING IN 
OPEN-SPACED SCHOOLS ANP SELF-CONTAINED CLASSROOMS 
TOWARD TRUST OF STUDENTS 
n x 
106 67.04 
2 
s 
79.96 8.94 
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t 
4.2754* 
B 82 61.71 60.62 7.79 
*Significant beyond the .001 level of confidence. 
Shown in Appendix Hare the frequencies of scores from 
Group A and Group B teachers toward punishment, management and/or 
control, and trust of students as measured by the PMT Opinionnaire. 
An analysis of the data for Hypothesis Four was made by using the 
Kruskal-Wallis one-way analysis of variance to see if differences 
among the groups did exist pertaining to certain selected demographic 
data and opinions of elementary school teachers teaching in open-spaced 
schools and self-contained classrooms toward punishment, management -
and/or control, and trust of students. An examination of the tables 
show that Hypothesis Four could only be partially rejected. 
As shown in Table V, there is no significant difference in the 
opinions toward punishment, management and/or control, and trust of 
students between male and female teachers teaching in elementary open-
spaced schools and self-contained classrooms. 
Sex 
Male 
Female 
Male 
Female 
Male 
Female 
*3.84 is 
TABLE V 
THE KRUSKAL-WALLIS TEST.OF VARIANCE IN OPINIONS OF MALE 
AND FEMALE TEACHERS FROM GROUP A AND B TOWARD 
PUNISHMENT, MANAGEMENT AND/OR CONTROL, 
AND TRUST OF STUDENTS 
Group A Group B 
n ER H n ER 
Punishment 
7 343.00 8 239.00 
0.1609* 
99 5328.00 74 3164 
Management and/or Control 
7 353.00 8 360.50 
0.2531 
99 5336.00 74 3042.50 
Trust 
7 330.50 8 340.50 
0.3135 
99 5340.00 74 3063.00 
required for significance at the .05 level of confidence. 
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H 
2 .1186 
0.1989 
0.0155 
Another factor in~this study was to determine if there is a differ-
ence in the opinions of either group of teachers toward punishment, 
management and/or control, and trust of students according to age 
groups. There is no significant difference in the opinions of elemen-
tary teachers teaching in open-spaced schools toward punishment, manage-
ment and/or control, and trust of students according to age groups. For 
the elementary teachers teaching in self-contained classrooms, there is 
no significant difference in the opinions toward punishment and trust 
according to age groups, however, it appears that the 20-29 year age 
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group is less concerned with management and/or control of students than 
the other age groups, as shown in Table VI. 
TABLE VI 
THE KRUSKAL-WALLIS TEST OF VARIANCE IN OPINIONS OF 
TEACHERS FROM GROUP A .AND GROUP B TOWARD 
PUNISHMENT, MANAGEMENT AND/OR CONTROL, 
AND TRUST OF STUDENTS ACCORDING 
TO AGE GROUPS 
Group A Group B 
Age n IR H n IR H 
Punishment 
60 or above 4 145.50 5 159.00 
50-59 10 578.00 20 746.00 
40-49 23 1462.00 24 1033.50 
30-39 23 1213.50 13 421.50 
20-29 46 2271.50 20 1043.00 
7.4649 4.7456 
Management and/or control 
60 or above 4 187.50 5 108.00 
50-59 10 517.50 20 665.00 
40-49 23 1253.00 24 1016.00 
30-39 23 1207.50 13 587.50 
20-29 46 2505.50 20 1026.50 
0.03110 9.6367* 
Trust 
60 or above 4 96.00 5 206.00 
50-59 10 551.00 20 809.00 
40-49 23 1341.50 24 950.00 
30-39 23 1140.50 13 505.50 
20-29 46 2542.00 20 932.00 
4.0878 1.2810 
*Significant at the .05 level of confidence 
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Is there a difference between opinions of Group A and Group B 
teachers toward punishment, management and/or control, and trust of 
students according to degree held? As shown in Table VII, the opinions 
of the elementary teachers teaching in open-spaced schools toward 
management and/or control, and trust of students according to degree 
held is significant at the .05 level of confidence. The teachers with 
hours above a Master's degree are shown to be less concerned with 
managing or contr0lling the class and more trusting of students, The 
elementary teachers in self-contained classrooms having hours above a 
Master's degree appear to be more trusting of students than the teachers 
with a Master's degree or less. For both groups of teachers, there is 
no significant difference in the opinions toward punishment of students 
according to degree held. 
The demographic data section of the PMT Opinionnaire requested the 
respondents to indicate in hour numbers any additional educational 
course work taken within the last three years. The purpose of this was 
to determine if additional educational experiences might differentially 
influence the opinions of open-spaced school teachers and elementary 
self-contained classroom teachers toward punishment, management andfor 
control, and trust of students. The course work was broken down into 
four areas: Subject Matter Content (such as: Biology, Math, Social 
Studies, Science, etc.); Curriculum (Methods or orientation to new 
programs); Educational Psychology (such as: Human Development, 
Guidance, etc.); and Social Foundations (such as: History and Philoso-
phy of Education, Sociology, Anthropology, etc.). 
Degree 
Bachelor 
Master 
Hours above 
Master 
Bachelor 
Master 
Hours above 
Master 
Bachelor 
Master 
Hours-above 
Master 
TABLE VII 
THE KRUSKAL-WALLIS TEST OF VARIANCE IN OPINIONS OF 
TEACHERS FROM GROUP A AND GROUP B TOWARD 
PUNISHMENT, MANAGEMENT AND/OR CONTROL, 
n 
66 
16 
24 
66 
16 
24 
66 
16 
24 
AND TRUST OF STUDENTS ACCORDING 
Group A 
LR 
3327.00 
805.00 
1539.00 
TO DEGREE HELD 
H 
Punishment 
3.7056 
n 
51 
9 
22 
Management and/or Control 
3364.50 
705.00 
1601.50 
3322.50 
792.50 
1556.00 
6.3958* 
Trust 
4.2249** 
51 
9 
22 
51 
9 
22 
Group B 
ER 
1906.50 
433.00 
1063.50 
1888.00 
468.50 
1046.50 
1811.50 
416,00 
1175.50 
*Significant at the ,05 level of confidence. 
**Significant at the .02 level of confidence. 
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H 
4.0332 
5.0012 
9.0920** 
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As shown in Tables VIII, IX, and X, there is no significant differ-
ence between the opinions of elementary teachers teaching in open-
spaced schools and self-contained classrooms toward punishment, manage-
ment and/or control, and trust of students according to hours taken 
within the last three years in the areas of Subject Matter Content or 
Curriculum. As to opinions toward punishment and trust, hours taken 
within the last three years in Educational Psychology were apparently 
differentially influential upon the elementary teachers teaching in 
open-spaced schools but not influential toward management and/or 
control. The opinions of the elementary teachers teaching in open-
spaced school toward punishment, management and/or control, and trust 
of students indicate a more positive position after acquiring hours in 
Social Foundations within the last three years. 
There is no significant difference in the opinions of elementary 
teachers teaching in self-contained classrooms toward punishment, 
management and/or control, and trust of students according_ to hours 
taken within the last three years in the areas of Subject Matter 
Content, Curriculum, Educational Psychology, or Social Foundations. 
Presented in Table XI are the findings of elementary teachers who 
did or did not volunteer to teach in open-spaced schools and their 
opinions toward punishment, management and/or control, and trust of 
studentso The teachers who volunteered to teach in the elementary 
open-spaced schools appear to be less punitive, less concerned with 
management and/or control, and more trusting of students than the 
teachers who did not volunteer. 
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TABLE VIII 
THE KRUSKAL-WALLIS TEST OF VARIANCE IN THE OPINIONS OF TEACHERS 
FROM GROUP A AND GROUP B TOWARD PUNISHMENT OF STUDENTS 
ACCORDING TO ADDITIONAL COURSE WORK TAKEN 
Course Work 
Subject 
Matter 
Content 
Curriculum 
Educational 
Psychology 
Social 
Foundations 
WITHIN THE LAST THREE YEARS 
Group A 
n 
No 56 
Yes 50 
No 55 
Yes 51 
No 
Yes 
63 
43 
ER 
2893.50 
2777 .50 
2680.50 
2990.50 
2987.50 
2683.50 
No 
Yes 
74 3403.00 
32 2268.00 
H 
0.4217 
2.7529 
6.0914* 
14.6861** 
n 
48 
34 
46 
36 
52 
30 
72 
10 
*Significant at the .02 level of confidence. 
**Significant beyond the .001 level of confidence. 
Group B 
2014.00 
1398.00 
1821.00 
1582.00 
2012.00 
1391.00 
2857.50 
545.50 
H 
0.0429 
0 0 6 779 
1.9812 
3.4298 
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TABLE IX 
THE KRUSKAL-WALLIS TEST OF VARIANCE IN THE OPINIONS OF TEACHERS 
FROM GROUP A AND GROUP B TOWARD MANAGEMENT AND/OR CONTROL 
OF STUDENTS ACCORDING TO ADDITIONAL COURSE WORK TAKEN 
Course Work 
Subject 
Matter 
Content 
Curriculum 
Educational 
Psychology 
Social 
Foundations 
WITHIN THE LAST THREE YEARS 
Group A 
n ER 
No 56 2824.50 
Yes 50 2846.50 
No 55 2927.50 
Yes 51 2743.50 
No 63 3151.00 
Yes 43 2520.00 
No 74 3529.50 
·Yes 32 2141.50 
H 
1.1822 
0.0088 
1.9944 
8.7691* 
*Significant at the .01 level of confidence. 
Group B 
n ER 
48 2101.00 
34 1302.00 
46 1803.00 
36 1600.00 
52 2106.00 
30 1297.00 
72 2869.00 
10 534.00 
H 
1.0561 
0.9842 
0.2505 · 
2,8534 
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TABLE X 
THE KRUSKAL-WALLIS TEST OF VARIANCE IN THE OPINIONS OF TEACHERS 
FROM GROUP A AND GROUP B TOWARD TRUST OF STUDENTS 
ACCORDING TO ADDITIONAL COURSE WORK TAKEN 
Course Work 
Subject 
Matter 
Content 
Curriculum 
Educational 
Psychology 
Social 
Foundations 
WITHIN THE LAST THREE YEARS 
Group A 
n 
No 56 2773.00 
Yes 50 2898.00 
No 55 2673.00 
Yes 51 2998.00 
No 63 2880.50 
Yes 43 2790.50 
•No 74 3294.00 
Yes 32 2377.00 
H 
1. 9949 
2.9082 
9.9556* 
20.9774** 
Group B 
n 
48 1982.00 
34 1421.00 
46 1790.00 
36 !613.00 
52 1996.00 
30 1407.00 
72 2901.00 
10 502.00 
*Significant at the .01 level of confidence. 
**Significant beyond the .001 level of confidence. 
H 
0.0088 
1.2361 
2.4381 
1.5236 
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TABLE XI 
THE KRUSKAL-WALLIS TEST OF VARIANCE IN THE OPINIONS TOWARD 
PUNISHMENT, MANAGEMENT AND/OR CONTROL, AND TRUST 
OF STUDENTS OF ELEMENTARY TEACHERS WHO DID OR 
Volunteers 
Non-volunteers 
Volunteers 
Non-volunteers 
Volunteers 
Non-volunteers 
DID NOT VOLUNTEER TO TEACH IN OPEN-
SPACED SCHOOLS 
n 
Punishment 
74 
12 
Management 
74 
12 
74 
12 
and/or 
Trust 
3358.50 
382.50 
Control 
3402.50 
338.50 
3390.00 
351. 00 
*Significant at the·.05 level of confidence. 
H 
3.0321 
5.2467* 
4.5499* 
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As shown in Table XII, the elementary teachers teaching in open-
spaced schools who are participating in an in-service program of some 
type indicate they are less punitive, less concerned with managerial 
problems, and more trusting of students than those teachers who are not 
participating in an in-service program. 
TABLE XII 
THE KRUSKAL-WALLIS TEST OF VARIANCE IN THE OPINIONS OF 
THE ELEMENTARY TEACHERS TEACHING IN OPEN-SPACED 
SCHOOLS ACCORDING TO WHETHER OR NOT THEY 
ARE NOW PARTICIPATING IN AN 
IN-SERVICE PROGRAM 
n ER 
Punishment 
Participating 28 1430.00 
Not Participating 46 1345.00 
Management and/or Control 
Participating 28 1354.00 
Not Participating 46 1421.00 
Trust 
Participating 28 1397.00 
Not Participating 46 1378.00 
*Significant beyond the .001 level of significance. 
H 
17.9874* 
11.5254* 
14.9868* 
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As indicated in Table XIII, those teachers who had no experience 
teaching in a self-contained classroom before teaching in an elementary 
open-spaced school appear to be less punitive and more trusting of 
students than those teachers who had experience in the self-contained 
classroom. There is no significant difference dependent upon prior 
experience in the self-contained classroom in the opinions of the 
elementary teachers teaching in open-spaced schools regarding manage-
ment and/or control of students. 
No 
Yes 
No 
Yes 
No 
Yes 
TABLE XIII 
THE KRUSKAL-WALLIS TEST OF VARIANCES IN THE OPINIONS OF 
ELEMENTARY TEACHERS TEACHING IN OPEN-SPACED SCHOOLS 
ACCORDING TO WHETHER OR NOT THEY HAD PRIOR 
TEACHING EXPERIENCE IN A SELF-
CONTAINED CLASSROOM 
n LR 
Punishment 
25 1640.50 
81 4030.50 
H 
5.1002* 
Management and/or Control 
25 1572 .50 
81 4098.50 
3. 0696' 
Trust 
25 1677 .so 
81 3993.50 
6.4121** 
*Significant at the .05 level of confidence 
**Significant at the .02 level of confidence 
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Summary 
Chapter IV has presented the procedural treatment and the statis-
tical analysis of data collected through the use of the Punishment, 
Management and/or Control, and Trust Opinionnaire. The data were 
presented in tabular format with appropriate discussion concerning the 
statistical test of significance and the results obtained, Statistical 
confidence was specified at the .05 level of confidence. 
Chapter V will continue with a summary, conclusions, and 
recommendations of the present s_tudy. 
CHAPTER V 
SUMMARY~ FINDINGS, CONCLUSIONS 
AND RECOMMENDATIONS 
The central problem-of this study was to determine if there is a 
significant difference in the opinions of elementary-teachers teaching 
in open-spaced schools and self-contained classrooms toward punishment, 
management and/or control, and trust of students. 
Summary 
A sample of 280 teachers was drawn from sixteen elementary schools 
in four southwestern cities •. The Punishment, Management and/or Con-
trol, and Trust Opinionnaire, developed for use in this study, was 
distributed to each of the sampled teachers. Sixty-seven per cent of 
the sampled-teachers responded to the inventory. 
A review of the related literature indicates that open-spaced 
schools were designed to create an environment to foster student 
autonomy and permit the teacher to act as·a·facilitator and/or guide. 
The physical facilities abolish the traditional styling of self-
contained classrooms and rigid scheduling. The physical-setting of the 
open-spaced school allows the learner the opportunity to interact with 
more than one teacher; to do independent studies, small group work, or 
participate in large group activities; and provides for interaction 
with a larger number of students. Teacher opinions, or attitudes, 
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toward student autonomy are of major concern if the goals and expecta-
tions of the open-spaced schools are to be reached. Often new ideas, 
or innovations, are too quickly adopted without realizing the implica-
tions. Teachers not attitudinally ready to·accept·the philosophy and 
underlying assumptions of the open-spaced schools will tend to expect 
student behaviors·to remain unchanged·from·the·rigid·expectations of 
those in the past. Therefore, this study·concerns itself with deter-
mining if there is a difference in the opinions, or attitudes, of 
elementary·teachers teaching in open~spaced·schools·and self-contained 
classrooms. 
The major objective of·the·study·was·to test the following null 
hypotheses: 
1) There is no significant difference·in the opinions between 
elementary teachers·teaching in open-spaced schools and self-contained 
classrooms toward punishment of students as·measured by the PMT 
Opinionn'aire. 
2) There is no significant difference between the opinions of 
elementary school teachers teaching in open-spaced schools and self-
· contained classrooms toward management and/or control of ··students .as 
. 
measured·by the PMT Opinionnaire. 
3) There is no significant difference·between the opinions of 
elementary school teachers teaching in open~spaced schools and self-
contained classrooms toward trust· of ··students· as ·measured by the PMT 
Opinionnaire. 
·4) There are no significant differences·between the opinions of 
elementary school teachers teaching ·in·open~spaced schools and self-
contained classrooms toward punishment; management and/or control, and 
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· trust of· students according ··to· selected-demographic -factors· as measured 
by the PMT Opinionnaire. 
The data were· analyzed·. through· the· use of ··the Pooled ·variance t 
· test· and· the· Kruskal"'"Wallis One"'"Way ·Analysis··of-Variance by Ranks. 
Significance was established at the 0.05 level of confidence. 
Findings 
. The findings of this study considered to be the most important and 
of significant value were the·following: 
1) Hypoth~sis One was rejected. There was a significant differ-
ence between the opinions of elementary teachers teaching in open-
spaced schools and self-contained classrooms toward punishment of 
students as measured by the PMT Opinionnaire. The mean PMT Opinionnaire 
"punishment" score for elementary school teachers teaching in open-
space schools was significantly greater than the mean "punishment" 
score for the elementary school teachers teaching in self-contained 
classrooms. 
2) Hypothesis Two was rejected. There was a significant differ-
ence between the opinions of elementary teachers teaching in open-
spaced schools and in self-contained classrooms toward management and/ 
or control of students as measured by the PMT Opinionnaire. The mean 
"management and/or control" score for elementary school teachers teach-
ing in open-spaced schools was significantly greater than·the equivalent 
mean score for the elementary teachers teaching in self-contained 
classrooms. 
3) Hypothesis Three was rejected. There was a significant 
difference between the opinions of elementary teachers teaching in 
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open-spaced schools and in self-contained classrooms toward trust of 
students as measured by the PMT Opinionnaire. The mean "trust" score 
for elementary school teachers teaching in open-spa~ed schools was 
significantly greater than the equivalent mean score for the elementary 
teachers teaching in self-contained classrooms. 
4) Hypothesis Four was partially rejected. Hypothesis Four dealt 
with differences of opinions of elementary school teachers teaching in 
open-spaced schools and in self-contained classrooms towar? punishment, 
management and/or control, and trust of students according to selected 
demographic factors collected by the PMT Opinionnaire. Demographic 
variables selected were: sex, age, degree held, additional course work 
taken within the last three years in the areas of Subject Matter Con-
tent, Curriculum, Educational Psychology, or Social Foundations; 
assigned or volunteered to teach in the present position, special pre-
service or in-service training for the present position, and partici-
pation in some type of in-service program. The findings, according to 
the Kruskal-Wallis test, are as follows: 
a. There is no significant difference in the opinions toward 
punishment, management and/or control, and trust of students between 
male and female teachers teaching in elementary open-spaced schools and 
self-contained classrooms as measured by the PMT Opinionnaire. 
b. There is a significant difference in the opinions between age 
groups of elementary school teachers teaching in self-contained class-
rooms toward management and/or control of students as measured by the 
PMT Opinionnaire. It appears that the twenty-nine year old and under 
group of teachers teaching in the self-contained classrooms is less 
concerned with management and/or control of students than the older 
age groups of teachers teaching in the self-contained classrooms. 
c. There is no significant difference in opinions between age 
groups of elementary school teachers teaching in open-spaced schools 
toward punishment, management and/or control, and trust of students. 
74 
d. There is no significant difference in the opinions between age 
groups of elementary school teachers teaching in self-contained class-
rooms toward punishment and· trust of students. 
e. There is a significant difference in the opinions· of elementary 
school teachers teaching in open-spaced schools toward management and/or 
control, and trust of students according to degree held. Those teachers 
having hours above a Masters' degree scored significantly higher on the 
inventory than those teachers holding a Bachelor or Masters' degree. 
f. There is no significant difference in the opinions of elemen-
tary school teachers teaching in open-spaced schools toward punishment 
of students according to degree held. 
· g. There is a significant difference in the opinions of elemen-
tary school teachers teaching in self-contained classrooms toward 
trust of students according to degree held. Those teachers having 
hours above a Masters' degree scored significantly higher on the inven-
tory than those teachers holding a Bachelor or Masters' degree, 
h. There is no significant difference in the opinions of elemen-
tary school teachers teaching in self-contained classrooms toward 
punishment, or management and/or ·control of students according to 
degree held. 
i. There is no significant ·difference between course work taken 
within the last three years in the areas of Subject·Matter Content or 
Curriculum and the opinions of elementary school teachers teaching in 
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open-spaced schools toward punishment, management and/or control, and 
trust of students. 
j. There is a significant difference between course work taken 
within the last three years in the area of Social Foundations and the 
opinions of e~ementary school teachers teaching in open-spaced schools 
toward punishment,-·'ffianagement and/or control,· and trust of students. 
The teachers who· indicated they had· taken courses in Social Foundations 
withiff the ·last three·years'scored· significantly-higher on the opinion-
naire· than those· teachers· who indicated· theT had not· taken any courses 
in Social Foundations. 
k. There is a significant difference between course work taken 
within' the'last three·years in the• area·of Educational ·Psychology and 
the opinions of· elementary··school teachers teaching in open-spaced 
schools toward punishment and trust· of students~ The teachers who 
indicated· they· had··taken· courses .. in Educational· Psychology within the 
last three· years··scored··significantly· higher· on--the inventory than 
those teachers· who•·indicated· they··had· not· taken· any··courses in Educa-
tional Psychology. 
··L There is no ·significant difference'·between ·course work taken 
.. 
within the ·last ·three' years in the ·area'·of Educational ·Psychology and 
the··opinions··of· elementary··school·teachers ·teaching·-in open-spaced 
schools ·toward management .. and/or'·control of students. 
m. There ·is no significant· ·difference between ·course work taken 
within ·the ·-last ·three' years ·in ·the ·area of ·Subject,,Matter ·Content, Cur-
riculum, ·Educational· Psychology·,· or Social Foundations· and the opinions. 
of elementary ·school teachers··teaching' in ·self-contained classrooms 
toward punishment,·management ·and/or·control, and ·trust of students. 
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. n. There is -a significant· difference between the elementary 
school· teachers· who -volunteered ·.and those· who did not· volunteer to 
teach in an· open""spaced school·. and . the opinions· toward management and/ 
or control, and· trust· of· students~-. The -teachers· who· volunteered to 
teach·in·the·open""spaced school scored·significantly·higher on the 
opinionnaire than·the teachers·who·did·not·volunteer. 
·o. ·There·is no·significant·difference·between--the elementary 
school·teachers who·volunteered·and·those·who-did-not·volunteer to 
teach in an·open-'-spaced·school and the opinions·toward punishment of 
students. 
·p~ ·There·is·a·significant·difference--betweeu--eiementary school 
teachers·teaching·in·open"""spaced schools·who-are presently participat-
ing · in -an -in-'-service program ·:and· those who· are· not -and the opinions 
toward-punishment, ·management and/or control; and trust of students. 
The· teachers ·who· are ·participating·. in· an· in=service program scored 
significantly higher on the opinionnaire. 
q; There is a significant·difference between elementary school 
teachers·who·had·experience·teaching ·in·a·self-'-contained classroom 
prior·to·teaching·in an open-'-spaced school·and those who did not and 
. 
the opinions-toward punishment·and·trust·of·students~ The elementary 
school·teachers who·had·no·experience teaching in·a self-contained 
classroom prior·to teae:hing·in.an·open-'-spaced school scored signifi-
· r; · -There -is· no· significant· difference -between-elementary school 
.... teachers ·who ·had -experience· teaching ·in -a- self-'-contained classroom 
prior to·teaching·fn·an·open-'-spaced·school·and those-who did not and 
the opinions toward management and/or control of students. 
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It seems appropriate to ·note.that·additional data were gathered 
from·the·sampled teachers·during this·study~·-Basically, these data 
are demographic -in nature~ , >The following ·list of ·findings may be of 
interest· to· those· concerned with'. open.-'-spaced ·schools. 
·a;· · Seven ~per ·cent· of ·the returned-inventories ·from ·the elementary 
school·teachers-teaching·in·open"'"spaced·schools were from males as 
compared-to·ten·per cent·males·in the·self""contained·classroom group. 
-b~- ·Forty-four per centof·the·teachers·in the·open-spaced schools 
are·below·age·thirty as compared·to·twenty~four per cent of the 
teachers·in·the·self-contained classrooms below the age of thirty. 
c. Sixty-eight per cent of the teachers teaching in open-spaced 
schools reported three·years or less of teaching experience as compared 
to·forty"'"six per cent of the teachers in·self"'"contained classrooms with 
three years·or less of·teaching experience. 
d. Sixty"'"two per cent of the-elementary-teachers teaching in the 
· · ·open"'"spaced schools reported-having special·pre-service or in-service 
·training·for·the-present·position~as.compared to·fifteen per cent of 
the·teachers·in·self-'-contained·classrooms receiving special training 
·for·the·present·position. 
e.· Of·the 188 teachers 0 responding; 97.8·per ·cent indicated that 
·college·educ.ation·courses did not adequately-prepare them to maintain 
control-of the classroom. 
f. · ·of the 188-elementary teachers ·responding; 78~05 per cent 
· ·agreed that·there·are·some hyperactive-children who need to be on a 
prescribed drug·of some type in order-to ·help them·function socially, 
and another·l5;85 per cent were-undecided·concerning ·the matter. 
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g. Seventy-seven per cent. of the-elementary teachers teaching in 
the open""'spaced schools involved·in·the·study·returned the opinion-
naires as compared to sixty""'one per cent of the elementary teachers 
teaching in self-contained classrooms that were involved in the study. 
·conclusions 
The·reader is·cautioned that the conclusions drawn from an 
analysis ··of the data reported in this study possess· the limitations 
inherent in a descriptive type research design·in·addition to the 
limitations discussed·in Chapter III. 
·on the·basis of·the·findings of this study·the following con-
clusions appear justified: 
1. · Elementary school teachers·teaching in·open-spaced schools 
appear to be less-punitive; less concerned with management and/or 
control, and more trusting of students·as·defined in this study than 
teachers·teaching in self-contained·classrooms. 
2. It appears that the elementary school·teachers who volunteered 
to teach in open-spaced schools tend to be more concerned with self-
discipline than those who were assigned·to·the teaching position. 
3. Educational Psychology and Social Foundation courses tend to 
be more influential on elementary teachers' opinions toward punishment, 
management and/or control, and trust·of students than educational 
courses in Subject Matter Content and Curriculum. 
4. Teaching--in an elementary self-contained classroom prior to 
teaching in an elementary open-spaced school appears to be a significant 
factor in·influencing teachers' opinions toward punishment, management 
and/or control, and trust of students. - ~eachers with prior experience 
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in a self-contained classroom.indicated less positive opinions toward 
student·autonomy than those elementary teachers who had taught only in 
open-spaced schools. 
5. ·In""'"service·programs appear to ·be·a positive-influence upon the 
opinions·of elementary·teachers toward·punishment, management and/or 
control, and trust of-students. 
6. Sixty-eight per cent of the elementary school teachers teaching 
in open~spaced schools reported-three years or less of teaching exper-
ience. It appears that a greater number of years of teaching exper-
ience is not a major factor in-hiring teachers to teach in the open-
spaced·schools. 
7. Apparently·age·is·not an influencing·factor·in the opinions of 
elementary school teachers teaching in open~spaced·schools toward 
punishment, management and/or·control, and trust of students. 
8. Whatever·the·content of the educational courses are, it 
appears that they are not influential·on the opinions of elementary 
teachers in self~contained classrooms toward punishment, management 
and/or control, and trust of·students. Apparently,·the degree held is 
not an·influencing factor on·opinions toward·student behavior. This 
raises the question, "Why then, are these teachers seeking a higher 
degree·or·taking·additional·course work?"· It leads·one to speculate 
that the work was done in order to satisfy·School·Board requirements, 
certification requirements, or; possibly, far·monetary increments. 
· 9. Apparently· the elementary· teachers -- teaching in open-spaced 
schools have accepted the concept of open education as well as open-
spaced schools; as evidenced by 0 the percentage of returned opinion-
naires, scores·on the opinionnaires, degrees held and additional course 
work taken; the number-of teachers volunteering to teach in the open-
spaced school, -and the number of teachers participating in some type 
of in~service program. 
Recommendations-·for Elementary -Education 
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1. Teachers need an extended -background -in psychological, socio-
logical, and philosophical-foundations-of ·education. They need to 
understand more fully the behavior patterns of children. 
2. Teachers need to re-examine their ·own styles of teaching to 
see if they·are congruent with the learner's style of learning. 
3. Teachers continue to present a formal-curricula as if it were 
value free. They must learn to organize situations in which the 
students can search-out the contradictions-in their own value systems, 
to explore their own life goals, and to-be able to discuss these 
matters openly with peers and adults. 
-4. Teacher education, both pre~service·and in-service, needs to 
emphasize what might be called a "developmental-psychological view-
pointu_of-child growth.and development. 
s~ The public, ·and particularly-parents, must be fully cognizant 
to the roles of·the school-and the -teacher-in the education of children. 
There must be a constant·dissemination-of information to aid them in 
understanding what could and should be accomplished·in the best interest 
of the learner. When innovative-educational programs are established, 
parents,·the community, and the public as a whole; need to be involved. 
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Recommendations for Further Research 
The results and conclusions of this study can be of considerable 
value only as they lead to additional studies. This can be substan-
tiated through the concentration on certain important variables affect-
ing teacher opinions toward punishment, management and/or control, and 
trust of students other than those mentioned in this study. Future 
study in the following areas appears relevant and necessary at this 
time: 
1. A more detailed investigation should be attempted. to determine 
the appropriateness of·the·Punishment; Management and/or Control, and 
Trust·Opinionnaire. 
2. An investigation should be attempted to determine relation-
·ships between the opinions of elementary school teachers teaching in 
open-spaced schools and in self-contained classrooms toward punishment, 
management and/or control, and trust of students through different 
analyses than used in this study. 
3. Further research should attempt to determine the relationship 
between·administ'rative opinions·in the school systems and teacher 
opinions toward punishment, management and/or control, and trust of 
students. 
4; Attempts should be made·to replicate this study in other 
geographic areas. 
5. Study should be given to the kind of preparation for open-
spaced school teachers if it is deemed that a different type of 
preparation·is necessary. Those concerned with·teacher preparation 
programs need·to be sensitized to special concerns and needs of 
ceachers being prepared for teaching in open-spaced schools. 
The value of this study will be determined; partially, by the 
extent-to which·further research is stimulated in this area. With 
further investigations that produce additional information concerning 
teacher·opinions;·or attitudes, toward punishment, management and/or 
control; and trust of students; educators will be ·better able to view 
progress along these dimensions and determine directions that need to 
· ·be ·taken. 
Theoretical Considerations 
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·· -Educators ·are constantly seeking for more effective methods of 
applying what has been discovered about how people learn. It is imper-
. ·ative that·a·way·be found to create·an environment which enables the 
· learner·to reach his fullest·potential and to bring about the recog-
nition·of individual worth. Ways must ·be created which permit learners 
to learn from one another as well as to accept and to live with each 
other while seeking·solutions to common-problems. 
The·attitudes of teachers toward-students is indeed crucial. The 
teacher plays a vital role in aiding the learner to develop a sense 
of responsibility·for his actions and decisions. The attitude of the 
teacher needs to reflect the idea that he is working with a human being 
first and a learner second. Each person is a learner and is unique, 
thus, through his experiences·he has something unique to contribute to 
those with whom he is in contact. Environments need to be created in 
which each unique individual can express himself without fear of being 
rejected. 
Negative·attitudes of teachers can build barriers to communication 
which result in isolation. When freedom of communication or 
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interaction with fellow students is restricted, then the opportunity to 
learn, as well as to teach, is restricted. It is difficult to grow in 
isolation. Teachers can create a learning climate through true freedom 
of expression of ideas, suggestions, and recommendations on the part of 
the learner. Permitting the learner to plan or direct studies that are 
of importance to him will result in a meaningful learning experience. 
·Teachers need·to give serious thought as to whether or not they truly 
know best·about what the learner needs to know. Each learner has 
different problems and each·learner needs to work on his own problems. 
Growth·comes with solving one's ·own problems and this leads to further 
personal motivation. 
By the same token; teachers should not be held entirely account-
able·for failure to meet the aforementioned ends. They are proceeding 
along the lines in which they were trained. Teacher training institu-
tions must become aware of the circumstances and provide the needed 
experiences for teachers to become prepared to cope with problems. 
There is·a need·for leadership and research in developing new approaches 
in'training teachers to accept the role of being an open facilitator. 
Too often evaluation is thought of in terms of ABC's--even F's. 
·The teacher soon·forgets the passing·or failing grade, but the learner 
remembers·it well in the form of self-concept; When·the learner shares 
the responsibility of evaluating his own ·progress or actions, he is at 
the same time judging ·his responsibility for a course·of ·action or how 
well his·decision turned out.· He is then·freed to seek alternatives 
in order to attain his goals; if necessary. Teachers must relinquish 
the authoritarian attitude·if ·the learner is to be allowed to develop 
autonomy. 
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Teachers possibly feel threatened with questions asked by the 
students. With the fast pace of present day society, it is extremely 
difficult to keep abreast of happenings and to be knowledgeable of 
current events. Through the various media available to the learner, he 
becomes inquisitive about a variety of things and seeks further infor-
mation. An environment needs to be created where he can satisfy this 
curiosity. In ~his manner, the curiosity is not stiffled and can lead 
to rewarding expe.riences. Teachers must relinquish the idea that they 
have to be all things to all people; they must give up the attitude 
that they must possess all the answers. Instead, they must present 
themselves as a genuine person with limitations, also. Without 
thwarting the students enthusiasm or feeling threatened personally by 
the lack of certain knowledge, teachers and students must learn to seek 
answers together and learn from one another. Open education is the 
process of sharing of one's self and one's ideas. 
Open education begins with honesty. It is a way of thinking, a 
feeling, an attitude,--a genuine respect for the individual--as 
Carl Rogers (1969) stated so well, "however unlovely he may be." 
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APPENDIX A 
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On the following pages are a number of statements regarding 
teaching. The purpose is to gather information concerning teacher 
opinion about these statements. 
The statements are of such a nature that there are no correct or 
incorrect answers. Only your frank opinion of the statements is 
requested. 
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All responses will be confidential in that there will be no 
reference to any individual and the statements will be coded and placed 
on computer data cards. No individual will be identified in the report 
of this study. Please do not sign your name to this statement. 
Your cooperation is deeply appreciated. 
PERSONAL DATA 
1. Sex. 
Male 
---
Female 
2. Check the range in which your age falls. 
60 or above 
---
50-59 
---
40-49 
30-39 
20-29 
---
below 20 
3. Grade you are now teaching and number of years taught at this level. 
K Years 
1 Years 
2 Years 
3 Years 
4 Years 
5 Years 
6 Years 
Other Years 
4. Please indicate level of academic training, the major at each 
level, and year received. 
~~Bachelor's Degree Major Year Received 
~~Master's Degree Major Year Received 
Hours above Master's Major 
5. Please respond only to those statements that apply to you. 
Number of years taught in the elementary school. 
Number of years taught in the present building. 
Number of years taught in the present system. 
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(Yes or No) I teach in a self-contained classroom (one teacher 
~~responsible for a group of approximately 30 students). 
~~Number of years in a self-contained classroom. 
(Yes or No) I teach in an open-spaced school (two or more 
~~teachers responsible for a larger number of students in large 
open-space areas). 
Number of years taught in an open-spaced school. 
Number of years taught in a self-contained classroom before 
~~teaching in an open school. 
6. Please respond with a~ or no if the statement applies to you. 
I was assigned to teach in this school. 
I volunteered to teach in this school. 
The distritt provided special orientation or training for this 
assignment. 
~~I am now participating in an In-service program. 
7. Please indicate below in hour numbers any additional course work 
taken within the last three years. 
Subject Matter Content (such as: Biology, Math, Social Studies, 
~~Science, etc.). 
~~Curriculum (Methods or orientation to new programs). 
Educational Psychology (such as: Human Development, Guidance, 
~~etc.). 
Social Foundations (such as: History and Philosophy of Educa-
~~tion, Sociology, Anthropology, etc.). 
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INSTRUCTIONS: 
Following are statements about teaching in the elementary school. 
Please indicate your personal opinion concerning each statement by 
circling the appropriate response at the right of the statement. Make 
your ratings as rapidly as possible. Please do not consult anyone in 
answering this questionnaire. 
1. A teacher has to spend too much time solving 
disciplinary problems. SA 
2. A child who disrupts class is a more serious 
problem than one who will not respond when 
called upon. SA 
3. Fellow students should have a part in recom-
mending punishment for an offender. SA 
4. Students should be assigned seats. SA 
5. Beginning teachers are often overly strict 
with their students. SA 
6. The subject of most parent-teacher conferences 
centers around disciplinary problems. SA 
7. Teachers should hav~ the freedom to administer 
corporal punishment when deemed necessary. 
8. A teacher usually reminds students to be on 
their best behavior when a visitor enters 
the classo 
9. Children who keep other students from work-
ing are greater disciplinary problems than 
those who annoy only the teacher. 
10. Students should be trusted to go to the 
bathroom, get a drink, or get materials with-
out asking for permission. 
SA 
SA 
SA 
SA 
A 
A 
A 
A 
A 
A 
A 
A 
A 
A 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
11. Children who come from poverty areas often 
exhibit more disciplinary problems than 
children from middle-class areas. 
12. Teachers who do not maintain good classroom 
control are often alienated from fellow 
teachers. 
13. In "schools without walls" there is a 
tendency for students to misbehave or get 
out of control. 
14. Students should line up to enter the 
building in order to avoid misconduct. 
15. Respect for teachers should be expected 
from all students. 
16. A successful teacher treats all children 
alike. 
17. Angry students who "talk back" should be 
punished. 
18. Most disciplinary problems are caused by 
children of low achievement. 
19. Teachers should use rewards rather than 
punishment to elicit desirable student 
behavior. 
20 •. A teacher should avoid becoming too friendly 
with a student because then it is hard to 
pass judgments or do anything with him. 
21. A student who destroys school property 
should be punished. 
22. There are some hyperactive children who need 
to be on a prescribed drug of some type in 
order to help them function socially. 
23. Playing with the genitalia should be consid-
ered an emotional problem. 
24. Keeping students in after school is an 
acceptable form of punishment. 
25. If students are allowed freedom to plan 
a great part of their studies they will 
learn better. 
26. Most school rules should be enforced without 
exception. 
SA 
SA 
SA 
SA 
SA 
SA 
SA 
SA 
SA 
SA 
SA 
SA 
SA 
SA 
SA 
SA 
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A u D SD 
A u D SD 
A u D SD 
A u D SD 
A u D SD 
A u D SD 
A u D SD 
A u D SD 
A u D SD 
A u D SD 
A u D· SD 
A u D SD 
A u D SD 
A u D SD 
A u D SD 
A u D SD 
27. A teacher usually takes a student with a 
discipline problem to the principal and 
expects him to be the disciplinarian. 
28. Children whose parents teach in the same 
building with them usually receive more 
lenient treatment than other students. 
29. Scolding a student in front of the class 
for misbehaving is an acceptable teacher 
action. 
30. Discipline problems occur more frequently 
when students work in small groups. 
31. How a student feels about his work is more 
important than what he knows. 
32. Most students will develop self-control 
when they work in a relaxed atmosphere. 
33. Children should be permitted to work 
through recess time in order to complete a 
project. 
34. Students arriving in the classroom before 
the teacher usually misbehave. 
35. Most students can be depended upon to 
evaluate their progress adequately. 
36. When a student confides in a teacher, the 
teacher should not break that confidence. 
37. Disciplinary problems rarely arise when 
school work is interesting. 
38. A student who U'Ses obscene or profane lan-
guage should be corrected immediately. 
39. Whispering among students should not be 
allowed. 
40. Students should be allowed to remain in 
the building after school is dismissed. 
41. When a student expresses his strong personal 
feelings, it may be threatening to a 
teacher's authority and prestige. 
42, College education courses adequately prepare 
teachers to maintain control of the class-
room. 
SA A 
SA A 
SA A 
SA A 
SA A 
SA A 
SA A 
SA A 
SA A 
SA A 
SA A 
SA A 
SA A 
SA A 
SA A 
SA A 
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u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
u D SD 
43. s~udents should be permitted to choose 
their own seating arrangement. 
44. Group planning sessions are more success-
ful when the teacher is involved. 
45. Teachers are afraid they might lose their 
jobs if they allow a permissive atmosphere 
to exist within their classrooms. 
46. Children who employ "attention seeking" 
methods should be excluded from group 
activities. 
47. Students' ideas or suggestions are usually 
too unrealistic to integrate into the plan 
of studies. 
48. Students should be required to apologize to 
the class for causing disturbances. 
49. Requiring a student to spend a period of 
time isolated from his peers is an accept-
able form of punishment. 
50. Teachers who permit a lot of student inter-
action and movement do not have good class-
room control. 
51. A teacher may use modern curriculum methods 
but she should remember that children are 
still children and must be constantly 
monitored in order to insure socially 
SA A U 
SA A U 
SA A U 
SA A U 
SA A U 
SA A U 
SA A U 
SA A U 
acceptable behavior. SA A U 
52. Truancy, day dreaming, and inattention should 
be considered discipline problems.· SA A U 
53. Students whose parents are prominent leaders 
in the community usually receive less punish-
ment than the average citizen's children.· SA A U 
54. Boys create more discipline problems than 
girls. SA A U 
55. Punishment for girls tends to be less severe 
than boys for the same offense. SA A U 
56. Students should be consulted about textbook 
selection. 
57. Extra homework is an acceptable form of 
disciplinary action. 
SA A U 
SA A u 
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D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
D SD 
APPENDIX B 
Dear Teacher, 
Let me thank you in advance for your cooperation. 
At a time when education is truly in a state of flux, it is 
important that we take a look at teachers' opinions on a number of 
points. In the last analysis it is the teachers who incorporate and 
bring about change. If innovations are to occur, then the teachers 
need to be heard. This opinionnaire gives you the opportunity to 
express your feelings. Your name and the name of your school build-
ing will be held completely anonymous. The data of over 200 teachers 
will be computer processed and a report of the findings will be made 
available to your building principal. 
I fully realize what a busy time of the year it is for you and 
I know that to ask you for 15 minutes of your time to complete the 
opinionnaire is one more added chore. But if you will please do so, 
staple or tape it together and drop it either in the outgoing school 
mail or at a mailing point of your choice I will be deeply grateful. 
Research procedures prevent me from personally expressing my 
gratitude. 
Thank you again from one of your fellow teachers. 
Sincerely, 
Margaret Wiggins 
MW:rh 
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DEMOGRAPHIC DATA OF TEACHERS PARTICIPATING IN THE STUDY 
Sex Degree First 
Group M F Ag~ Held Major 
A 7 99 60 or above 4 Bachelors 66 No response 
50-59 10 Masters 16 Elem. Educ. 
40-49 23 Above Masters 24 Reading 
30-39 23 Guidance 
20-29 46 Other 
B 8 74 60 or above 5 Bachelors 51 No response 
50-59 20 Masters 9 Elem. Educ. 
40-49 24 Above Masters 22 Reading 
30-39 13 • Guidanpe 
20-29 20 Other 
Second 
Major 
7 No response 
75 Elem. Educ. 
-
Reading 
- Guidance 
24 Other 
7 No response 
54 Elem. Educ. 
2 Reading 
- Guidance 
24 Other 
91 
5 
1 
2 
7 
63 
8 
2 
2 
7 
I-' 
0 
...... 
APPENDIX D 
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TEACHING EXPERIENCE 
Frequency Frequency 
Number Group Number Group 
of of 
Years A B Years A B 
3 16 1 
1 35 21 17 1 
2 21 8 18 2 
3 16 6 19 
4 8 6 20 1 1 
5 8 4 21 
6 66 22 1 
7 3 7 23 1 
8 1 24 
9 2 1 25 1 2 
10 1 3 26 
11 1 4 27 1 
12 2 28 
13 5 29 
14 1 30 
15 4 31 
32 
33 1 
APPENDIX E 
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YEARS TAUGHT IN THE PRESENT SYSTEM AND PRESENT BUILDING 
Group A Group B 
resent Building Present Si:stem Present Building Present Si:stem 
ears Frequency Years Frequency Years Frequency Years Frequency 
2 1 4 3 
1 37 1 19 1 21 1 10 
2 29 2 18 2 13 2 5 
3 ·20 3 19 3 16 3 5 
4 9 4 11 4 6 4 4 
5 3 5 8 5 3 5 4 
6 4 6 7 6 5 6 8 
7 1 7 3 7 4 7 2 
8 8 8 4 8 5 
9 9 2 9 2 9 3 
lO 10 ,3 10 10 5 
ll 11 1 11 11 5 
l2 12 12 1 12 3 
l3 13 3 13 13 4 
l4 14 3 14 14 3 
l5 15 1 15 2 15 3 
l6 16 2 16 16 
l7 17 1 17 1 17 1 
l8 18 1 18 18 1 
L9 · 19 19 19 3 
20 20 20 20 2 
n 21 21 21 
l2 22 22 22 1 
D 23 23 23 
l4 24 24 24 1 
~5 25 25 25 
l6 26 26 26 
n 27 27 27 
rn 28 28 28 1 
l9 29 29 29 
30 30 1 30 30 
APPENDIX F 
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TEACHER RESPONSES TO BEING ASSIGNED OR VOLUNTEERED TO TEACH 
IN RESPECTIVE BUILDING; HAD SPECIAL PRE-SERVICE OR 
IN-SERVICE TRAINING FOR PRESENT POSITION; OR 
NOW PARTICIPATING IN AN IN-SERVICE PROGRAM 
Special 
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Assigned Volunteered Orientation In-Service 
Group NR* Yes No NR Yes No NR Yes No NR Yes No 
A 26 45 35 20 74 12 18 66 22 32 28 46 
B 15 58 9 36 29 17 38 12 32 33 19 30 
*Indicates no response 
APPENDIX G 
108 
Number 
of Educational Social 
Hours Subject Matter Curriculum Psx:chologx: Foundations 
Group Group Group Group 
A B A B B A A B 
0 56 48 55 46 63 52 74 72 
1 - 2 1 3 - 1 
2 2 5 13 2 2 6 6 
3 13 5 11 11 16 10 12 4 
4 5 3 - 2 2 2 - 2 
5 5 1 • 3 3 3 - 1 
6 6 6 8 8 13 44 9 4 
7 1 1 1 1 - - 1 
8 1 1 1 1 
- -
1 
9 6 4 2 4 1 3 1 
10 3 2 2 - 1 
11 
12 4 1 2 1 1 1 
13 
14 1 
15 - - 2 - 3 2 1 
16 - 1 - 1 
17 
18 - 1 1 
19 
20 1 1 
21 
22 
23 1 
24 
25 1 
Average 3.03 2.65 2.78 2.22 
--· 
2.24 1.85 1.53 0.54 I-' ~~--~-
0 
\0 
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FREQUENCY OF SCORE OF GROUP A AND GROUP B TEACHERS 
TOWARD PUNISHMENT TOWARD STUDENTS 
Score 
41 
42 
43 
44 
45 
46 
47 
48 
49 
50 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
61 
62 
63 
64 
65 
66 
67 
68 
69 
70 
71 
72 
73 
74 
75 
76 
77 
Group A 
Times 
1 
1 
1 
3 
1 
2 
1 
4 
3 
6 
5 
5 
4 
8 
12 
5 
5 
6 
6 
2 
1 
1 
3 
2 
4 
3 
2 
1 
1 
3 
3 
Minimum Value 41 
Maximum Value 77 
Average 61.96 
Standard Deviation= 7.2518 
Standard Error of Mean= 0.7044 
Score 
44 
45 
46 
47 
48 
49 
50 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
61 
62 
63 
64 
65 
66 
67 
68 
69 
71 
71 
72 
73 
74 
75 
76 
77 
78 
79 
Group B 
Minimum Value 44 
Maximum Value 79 
Average 57.37 
Times 
4 
2 
1 
1 
2 
3 
2 
3 
4 
4 
2 
2 
3 
7 
3 
6 
5 
7 
4 
6 
2 
4 
1 
1 
1 
1 
1 
Standard Deviation= 7.2445 
Standard Error of Mean= 0.8000 
FREQUENCY OF SCORES OF GROUP A AND GROUP B TEACH~RS TOWARD 
MANAGEMENT AND/OR CONTROL AND TRUST OF STUDENTS 
Group A Group B 
Score Times Score Times 
51 2 49 1 
52 50 1 
53 1 51 
54 1 52 
55 53 2 
56 54 4 
57 55 4 
58 1 56 2 
59 2 57 4 
60 3 58 4 
61 9 59 1 
62 ,4 60 2 
63 1 61 6 
64 11 62 3 
65 3 63 5 
66 8 64 7 
67 4 65 6 
68 9 66 7 
69 6 67 1 
70 6 68 4 
71 6 69 2 
72 5 70 3 
73 5 71 2 
74 3 72 1 
75 1 73 2 
76 4 74 
77 1 75 
78 1 76 1 
79 2 77 
80 3 78 1 
81 3 
82 1 
Minimum Value 51 Minimum Value 49 
Maximum Value 82 Maximum Value 78 
Average 67.89 Average 62.95 
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Standard Deviation = 6.5905 Standard Deviation = 5.9586 
Standard Error of Mean= 0.6401 Standard Error of Mean= 0.6580 
FREQUENCY OF SCORES OF GROUP A AND GROUP B TEACHERS 
TOWARD TRUST OF STUDENTS 
Group A 
Score Times 
50 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
61 
62 
63 
64 
65 
66 
67 
68 
69 
70 
71 
72 
73 
74 
75 
76 
77 
78 
79 
80 
81 
82 
83 
84 
85 
2. 
2 
1 
5 
1 
2 
5 
4 
4 
4 
6 
3 
6 
6 
6 
6 
5 
4 
2 
1 
3 
2 
3 
3 
3 
2 
2 
1 
2 
2 
3 
1 
4 
Minimum Value 50 
Maximum Value 
Average 67.04 
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Score 
42 
43 
44 
45 
46 
47 
48 
49 
50 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
61 
62 
63 
64 
65 
66 
67 
68 
69 
70 
71 
72 
73 
74 
75 
76 
77 
78 
79 
80 
81 
Group B 
Standard Deviation= 8.9421 M' i V 1 42 1n mum a ue Standard Error of Mean= 0.8685 M . V 1 81 ax1mum a ue 
Average 61. 72 
Times 
1 
1 
1 
5 
1 
4 
4 
5 
5 
3 
6 
3 
2 
5 
4 
7 
2 
3 
3 
2 
2 
1 
1 
2 
1 
2 
2 
2 
2 
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Standard Deviation= 7.7863 
Standard Error of Mean= 0.8598 
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